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ABSTRACT
A DESCRIPTIVE EXAMINATION OF PROTECTIVE FACTORS:
ANALYSIS OF MALE COMPLETERS OF
AN ALTERNATIVE EDUCATIONAL PROGRAM
by Rona Dominique Roberts
December 2004
A growing number of students, primarily at the high school level, are being
assigned to alternative education programs for behavior management. These students,
who engage in risky behaviors, may also come from high-risk environments, suggesting a
possible correlation between these two factors that may increase the likelihood of
unsuccessful life outcomes. Very little research has been conducted to determine the
effectiveness of these programs after completion; however, because of the increasing
prevalence of alternative education programs across the nation, questions have emerged
as to whether or not students assigned to these programs will continue to engage in at-risk
behaviors after program completion. Resiliency theory suggests that as the number of risk
factors increase, so does the need for protective factors, is a positive outcome is to be
obtained. This study presents a descriptive examination of protective factors
demonstrated in the lives of male completers of a select CrossRoads high school
alternative education program. Resiliency frameworks documented to exit within the
structured environments of CrossRoads recognizes the importance of protective factors
and offers students opportunities to understand how to make lasting positive choices.
Data were collected from former students of the select alternative education
program who met the study's criteria. Two groups were identified, differentiating
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between those completers who continued to exhibit at-risk behaviors from those who did
not since leaving the alternative education program. The study used a mixed design
research approach to compensate for small sample size by extending inquiry ranges from
one method to another. The quantitative method applied five instruments to measure and
compare levels oflocus ofcontrol -Nowicld-Strickland Locus of Control Scale,
perceived social support from family- Perceived Social Support - Family Scale,
perceived social support from friends - Perceived Social Support - Friends Scale, stress Life Experiences Survey, and ego identity - Ego Identity Scale, between the identified
groups. The qualitative method applied a structured interview format to explore how and
why the identified groups perceived the impact ofprotective factors on their lives.
Results ofthis study, for the most part, indicated no statistical difference between
groups in relation to their perceptions ofprotective factors, except when examining the
relationship between perceived social support from friends and locus ofcontrol. The
existence ofa positive relationship between perceived social support from friends and
internal locus ofcontrol was determined.
The study offered a number ofrecommendations regarding identification ofshort
and long term effects ofresiliency components in the loves ofat-risk students. Effective
practices and strategies to meet the needs oftheses students are offered, as well as the
need for continued data collection and analysis to determine the long range effect of
protective factors in the lives ofstudents once identifies as at-risk.
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CHAPTER!
PROBLEM
Introduction to the Descriptive Study
As 8:30 a.m. approaches, the classroom slowly begins to fill with students. The
teacher hears the students utter, "Good morning. Hey. What's up?" as they pass the
teacher who is standing at the door. They have heard it so many times from the teacher,
"Acknowledge my presence when I greet you." The students have become accustomed to
this classroom expectation and so they meet it. Today's class probably won't be in full
attendance; only rarely is the whole class present. The students are in deep conversation
about last night's episodes in their neighborhood. "Did you see when his P.O. (probation
officer) came to his house?" "Yeah, I told him not to be hanging with them fools." The
teacher knows from this conversation that Gary probably won't be in school for a few
days. He was doing so well in Algebra - had an "A" average. At the same time the
administrator comes to the classroom door with a new student. The student has an angry
look on his face. He doesn't want to be here. The teacher thinks, "What kind of ripples
will he bring to this group?" The new student enters, is assigned a seat, and sits quietly.
These are typical occurrences in classrooms like this one. The teacher quickly glances
around for absent students and knows that phone calls will have to be made during first
period to find out where these students are located this morning.
In actuality over the past six years between 1995 and 2001, the various high
school aged students who have been assigned to this class have been typically boys,
African-American, and for the most part academically promising. There were a few white
male students and even less white female students during these years. However, this trend
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was not the same for the Hispanic student population in this southeastern state, which
more than doubled since 1998 to present (Georgia Professional Standards Commission,
2002). As the state's Hispanic student population increased to 5.46% (Georgia
Professional Standards Commission, November 2002) so did the district's Hispanic
student enrollment also increase, currently holding steady at 23% (Marietta City Schools,
Dece mber 2003).
Here comes Javier, he is late - his teacher is well aware of his circumstances. The
teacher knows that this eleventh grade first generation Hispanic student's command of
written and spoken English is at the college level, his math skills excel outside the scope
of what is assigned to him, and he has practically taught himself chemistry. The teacher
also realizes that the pull of the local street gang, of which this student is a member, is
very strong. When this student was assigned to this class for the second time, the student
knew that the teacher was disappointed in him because just a few months before, the
student and his teacher had already worked so hard in this classroom for the student to be
able to make it back to the base school. Based on that experience, the teacher quickly
raised the bar yet again. This student and the teacher share a mutual respect for each
other; they formed a bond. The student has to show that he can work harder than the
previous time he was in this class. The student has to attend school, make the grade, and
stay out of trouble at school and with the law to prove that he can sustain a successful
completion of the program. The student knows this, and will make it happen. This is not
uncommon among the students assigned to this class. This is a high school CrossRoads
alternative education classroom where conduct disordered students were assigned by the
juveni le justice system or school administrators. There are other classrooms at the
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alternative education site for conduct disordered middle school students, middle and high
school students in academic jeopardy, and high school students lacking academic credits.
But this classroom was structured for the high school student who needs a firmly
str ucture d environment for academic, attendance, and conduct support.
After completing a sentence by the juvenile court system at a boot camp facility
and before enrol ling at their base school, students in this school district were required to
successfully complete a full semester at the alternative program. The alternative program
in this case served as a transition from the rigid boot camp environment to an educational
setting structured with stricter expectations than the base school regarding academics,
attendance, and conduct. Successfully completing a semester at the alternative school
after boot camp was the only way these students could attend their base school.
The other way in which students could have been assigned to the alternative
program was by school administrators. There were two methods by which school
administrators could assign students to the alternative program. First, tribunal officers in
the district could assign students to the alternative program based on infractions and
disposition consequences outlined in the district's discipline handbook. The tribunal
officers could assign students to this program for no less than a full semester time period.
The assignments by tribunal officers were mandatory assignments, and could only be
ove rturned by the district's board of education on appeal. Second, each month school
administrators could refer students to the alternative program based on the student's
academic, attendance, and conduct history at the base school. The school administrator
would present this information to a panel, including alternative program administrators,
district level administrators, a social worker, and school counselor. This panel would then
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detennine whether the student should be assigned to the alternative program or not. In all
instances when a student was assigned to the alternative program, the parent and student
had to then register and enroll at the alternative program site.
While traditional school settings have historically served as the standard means by
which students pursue and obtain educational goals, the development of alternative
educational programs is becoming familiar in providing educational opportunities for
students who are unable to perform and achieve within the traditional school paradigm.
Using alternative school enrollment data, it is estimated that there are currently nearly
four million students attending alternative programs nationwide (Lehr & Lange, 2000).
Generally a student is placed in an alternative setting because the student exhibits one or
more at-risk factors: disruptiveness, rebelliousness, aggressiveness, and/or involvement
in illegal activities. Behaviors when combined that are typical of aggression such as
reactivity, hostility and impulsivity are most likely to be related to extreme disruptive
classroom behavior (Atkins, McKay, Frazier, Kakobsons, Arvantis, Cunningham, Brown,
& Lambrecht, 2002). Additionally, students with little or poor communication between
home and school or those whose siblings or parents are school dropouts are also at-risk
for academic failure. Frequently however it is when a student continually has trouble with
the law, exhibits behavior problems, acts-out, is disruptive, has a history of suspension or
expulsion, is frustrated with school, or perceives that he/she does not fit the norm of a
regular school environment, that a referral for alternative education placement occurs
(Georgia Department of Education, 2000; NCES, 2002).
Some students assigned to alternative education programs do not successfully
complete high school, and some students that do probably do not consider attending
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college even though these students have the ability to perfonn and compete on those
levels (NCES, 2002). Students attending alternative schools may have aspirations of
preparing for college, but according to Lehr and Lange (2000) this goal is not
characteristically emphasized for at-risk students, a fact probably reflected in that 10.9%
of 16- through 24-year-olds were dropouts in 2000 (NCES, 2002). There are many
barriers that make educational attainment a dim reality. According to Evanciew, Jones,
and Womble (2001) variables such as poverty and poor family structure can contribute to
students' poor perfonnances in school and frustrations with repetitive failure, which leads
to being placed in a category of being at-risk for academic failure or dropping out of
school. There are a few students nonetheless who succeed despite the odds. How is it
possible, given the obstacles in their path, that some students in an alternative education
setting are able to rise to the occasion and realize success? It is surmised that students
who are resilient tend to posses certain characteristics that allow them to maintain
stability under stressful circumstances which would otherwise place them at risk for
failure. An ever-growing body of literature surrounding the concept of resiliency speaks
to the phenomenon when people, who face significant factors that place them at high risk
for failure, are able to carry on or adapt to life's tensions and dilemmas (Collins, 2001;
Luthar, 1991; Nettles, Mucherach, & Jones, 1999; Resnick, Bearman, Blum, Bauman,
Harris, Jones, Tabor, Beuhring, Sieving, Shew, Ireland, Bearinger, and Udry, 1997;
Werner and Smith, 1992) Of those at-risk students that are able achieve academic
success, is realizing success continuous beyond the school setting?
Resiliency research includes social/family background, school issues, and
personal problems as three distinct themes when illustrating at-risk students (Garrnezy,
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l 993; Werner & Smith, 1992). Likewise resiliency research indicates that not only is it
from the presence of protective factors that resilient students obtain endurance, sound
standards and high self-worth, strong personal interactions, success in school, and
positive aspirations and future plans, but also from withstanding stressful experiences
(Werner & Smith, 1992}. Providing the at-risk student then with educational support
systems that include a resiliency framework incorporates strategies for building adult
relationships and motivation through encouragement and behavioral expectations
(Werner & Smith, 1992). In tum resilient students develop personal traits based on life
experiences that allow for making positive choices, setting clear goals and the capacity to
reach those goals, expressing control over successes and failures, being motivated to do
well and hopeful about the future, showing an inclination to take accountability for their
actions, and positively managing stress (Werner & Smith, 1992).
Accordingly, a statewide initiative was launched in a Southeastern state in 1994
establishing the CrossRoads alternative education program. The purpose of the program
was twofold. First, in an effort to make public schools safer and more secure, students
identified as chronically disruptive were removed from their base school and placed in a
CrossRoads alternative education program. Second these programs served students who
were committed to a Department of Children and Youth Services (DCYS) facility, and/or
students who refused to attend school in grades 6-12. The CrossRoads alternative
education programs were designed to provide students with social services,
individualized instruction, intervention strategies, and collaboration for either
transitioning back to a base school, graduating from high school or completing a GED,
transferring to a post-secondary school, or achieving comparable results such as
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the expectations of the programs (Georgia Department of
successfully achieving
Education, 2000).
In 2000 a three-year study was published as an evaluation of the effectiveness of
these CrossRoads alternative education programs in this Southeastern state. The
evaluation presented specific findings with regard to student enrollment and implied that
pro gram expectations were based on resiliency theory. Though a resiliency model was
not used to create a basis for all alternative education programs in this state, the study
served as a tool to organize the evaluation of the CrossRoads programs "to help
understand how the common and unique features" (Georgia Department of Education,
2000, p. 190) together allow at-risk students realize and obtain their educational goals.
During the three years in which the study was conducted, 70% of all students
served were identified as chronically disruptive meaning constant intervention strategies
were ineffective, while 14% entered the program as recovery measures for truancy or
dropout and 16% entered for other reasons (Georgia Department of Education, 2000).
Overall 70% of CrossRoads students were successful in either transitioning back to a
base school by meeting all of the program requirements, remaining in the CrossRoads
program for not meeting program requirements, or realized success in a positive outcome
(Georgia Department of Education, 2000) such as achieving academic gains, graduating
from high school or earning a GED. Just 22% of students were described as experiencing
a negative outcome such as expulsion, dropping out, or incarceration, and 8% of students
exited for unknown or other reasons (Georgia Department of Education, 2000). It was
predicted that 600/o of students served at CrossRoads facilities would successfully
graduate (Georgia Department of Education, 2000). Student waiting lists are common at
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with 95% of those students to ultimately enroll in the programs
these alternative settings
(Georgia Department of Education, 2000). Because student class size is limited to 15
studen ts per class, student waiting lists are common at these alternative education
programs. Considering that students assigned to the CrossRoads programs are identified
as chronically disruptive these figures are cause for exploration into how well students
are utilizing the programs by meeting the expectations of the programs and realizing
educational success.
Statement of the Problem
In light of the compelling literature concerning how high-risk and at-risk
individuals maneuver their way successfully through adversity, additional inquiries
further into this domain emerge. For instance how does an at-risk individual, who has
shown competence at succeeding despite odds, continue to employ and sustain resilient
characteristics after-the-fact? Is this expectation plausible? Should it be expected that
successful at-risk individuals will continue to thrive despite future obstacles? Are there
some individuals who will continue to succeed while others do not? What differentiates
the two? How do successful at-risk individuals continue to utilize protective factors and
foster resilient characteristics once they leave school? Do they remain at-risk for life?
Once a student leaves school it is often difficult to ascertain how effective school was in
providing support for the student. "Less is known about what happens to youth at-risk
after high school years" (Bruckner, 1995, p.37). Life takes up where school leaves off,
and educators should question how successful at-risk students continue to adjust to life
events and responsibilities after they leave school (Bruckner, 1995). In spite of similar
interventions, some students with high-risk and at-risk characteristics seem to overcome
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their challenges while others do not. If more is known about how these students adjust to
life events beyond their school years, then current educational programs can be
strengthened with understanding how the end results may be affected by the present
curricula.
However before further discussion takes place, an understanding of the
differences between high-risk and at-risk must be established. An individual is considered
to be high-risk when certain circumstances are present in a person's life that can make it
difficult to achieve and sustain success. Being born into poverty, being a part of a
minority group, and being born to parents who are alcoholics are examples of an
individual who is considered high-risk (Werner & Smith, 1982). Individuals exist in a
state of being high-risk, through no fault of themselves. On the other hand, the at-risk
individual exhibits behaviors outside the scope of what is considered normal behavior.
Chronic behaviors such as aggressiveness, disruptiveness, defiance, and rebelliousness
are examples of at-risk behavior. In addition to the differences between high-risk and at
risk, it should be recognized that each characteristic does not always appear in connection
with the other. A high-risk individual does not always exhibit at-risk characteristics, nor
does the at-risk individual always exist in high-risk conditions. Together those students
who are both high-risk and at-risk often come from "dysfunctional families, have little
and poor communication between home and school, believe that they have little control
over their lives, do not have goals nor they do have plans for achieving goals, lack hope
for their future, and lack coping skills" (Georgia Department of Education, 2000, p.11).
When the combinations of being high-risk and exhibiting at-risk characteristics are
present, chances of successfully existing in mainstream culture are slim. This was the
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case for many students in the descriptive study. For these students, programs such as
CrossRoads provide features to help them realize success. It was reported that the
Crossroads programs were effective in supporting those students for "whom they were
originally intended" (p.2).
All students being placed by an administrator or the court system to the selected
CrossRoads alternative education program in the descriptive study exhibited chronic
behavior problems confirming constant intervention strategies ineffective at their base
schools (Georgia Department of Education, 2000). Requirements for transitioning out of
the selected CrossRoads alternative education program back to the base school included
students' maintenance of good attendance, academics, and conduct. A student at the
selected CrossRoads alternative program in the descriptive study could successfully
transition out of the program by returning to their base school or enroll in a GED program
after meeting the requirements at the end of a consecutive 18-week period. Between the
years 1995 and 2000 Black males were assigned to the CrossRoads alternative education
programs in this Southeastern state more than any other group of students, representing
3 7% of all students assigned to the CrossRoads programs in this state each year over
these years (Georgia Department of Education, 2000).
During the years 1995 to 2000, of the number of males assigned to the alternative
facility focused in this descriptive study, approximately less than half successfully
completed the program. Of that number some students have remained out of trouble with
the law - referred to as "formerly at-risk" by this descriptive study, meaning they show
more control over their behaviors, which at one time was defined as chronic. While the
behavior of others which was referred to as "continued at-risk" by this descriptive study,
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included those individuals who continue to exhibit chronic behavior resulting in social
and legal solitude. The "continued at-risk" group defined individuals who since
successfully leaving the alternative program have been a part of a rehabilitation program
or incarcerated, while the "formerly at-risk" has no such experience since successfully
leaving the alternative education program. Because completion of this selected
CrossRoads alternative education program did not guarantee success or failure, exploring
the differences between the "formerly at-risk" and "continued at-risk" groups helps
educators better understand the needs of these students in total. The aim of this
descriptive study was to identify, describe, and explore resiliency themes associated with
males who successfully completed a high school CrossRoads alternative education
program and continue to foster resilient dispositions in their lives.
The current descriptive study was initiated to determine the impact of recent life
experiences of male students who were assigned to a high school CrossRoads alternative
education program. Over a span of six years the researcher, who had been the members'
former teacher, noticed through direct observation and conversations that of the males
who successfully completed the selected CrossRoads alternative program in that facility,
two groups seemed to form when the students transitioned out of the program. One group
of the successful at-risk CrossRoads students seemed to continue to realize success by
either graduating high school, completing a GED program, being gainfully employed,
joining the military, or experiencing a combination of several of these and other
possibilities generally considered as successful. It seemed that this group also managed to
gain and sustain control over their behaviors and maintain social and legal good standing.
This descriptive study refered to them as "formerly at-risk students." On the other hand it
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seemed that a portion of the successful at-risk CrossRoads students continue to be
negatively impacted by their environment. Trouble with the law appeared to be
commonp lace in lives of the these students, referred to by the descriptive study as
"continued at-risk students."
Did two groups emerge? If so, why did two polarized groups emerge considering,
in the face of terrific odds, they all exhibited resilient characteristics in the recent past by
employing protective factors and successfully completing the selected CrossRoads high
school alternative education program? When resiliency researchers attempt"to identify
that factors are generally protective from a population prevention standpoint, (it is
necessary) to compare at-risk groups with groups that are not at risk in any way for the
particular negative outcome under study" (Worrel, 1997, p.12). Werner and Smith (1992)
argue the need for more investigations of the enduring results of risk and protective
factors that operate early in an individual's life.
Research Questions
It is suspected that there is an existence of two groups within the male students
who have successfully completed a selected CrossRoads high school alternative
education program in this descriptive study between the years 1995 and 2000. The
existence of two separate groups within the successful male completers was then
illustrated on a continuum of"formerly at-risk" -those who continue to exhibit control
over their behaviors and maintain good social and legal standing, and "continued at-risk"
- those who have succumbed to negative factors within their environments by having
been socially and/or legally segregated from society since transitioning from the
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guided the foundation for
alternative program. The following questions and hypotheses
this descriptive study:
1. Is there a difference between the perceptions of"formerly at-risk" and "continued
at-risk" students regarding their perceptions of protective factors - intrinsic and
extrinsic, as sources of support?
The premise was considered that a significant difference does exist between "formerly at
risk" and "continued at-risk" male students who have successfully completed a select
CrossRoads high school alternative education program regarding their perceptions of the
role of protective factors - intrinsic and extrinsic, as sources of support in their lives.
2. Is there a difference between the perceptions of"formerly at-risk" and "continued
at-risk" students regarding stressful events on their lives?
The premise was considered that a significant difference does exist between "formerly at
risk" and "continued at-risk" male students who have successfully completed a select
CrossRoads high school alternative education program regarding their perceptions of
stressful events on their lives.
3. Is there a difference between ego development and perceptions of protective
factors and stress of"formerly at-risk" and "continued at-risk" students?
The premise was considered that a significant difference does exist between "formerly at
risk" and "continued at-risk" male students who have successfully completed a select
CrossRoads high school alternative education program regarding the relationship
between ego development and perceptions of protective factors and stress.
4. Is there a difference between "formerly at-risk" and "continued at-risk" students'
perceptions of the impact of protective factors on their lives?
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Th e prem ise was considered that a significant difference does exists between how and
why "formerly at-risk" and "continued at-risk" male students who have successfully
completed a select CrossRoads high school alternative education program perceive the
impact of protective factors on their lives.
Definitions of Terms as Used in the Descriptive Study
The following terms and definitions were used for the purpose of the descriptive
study:
Alternative school and/or alternative program: the educational programs
established for students to continue their educational goals outside the regular public
school program (U.S. Department of Education, National Center for Education Statistics
[NCES], 2002). The terms were used interchangeably, for the purpose of the descriptive
study.
At-risk: students, through their behaviors, who risk educational failure by having
poor grades, truancy, disruptive behavior, or similar factors related to temporary or
permanent departure from school, for the purpose of the descriptive study.
Black or African-American: an tthnic classification used to describe persons who
claim to have origins in any of the Black racial groups of Africa (Office of Management
and Budget, 1997; NCES 1998). The terms were used interchangeably, for the purpose of
the descriptive study.
Continued at-risk: successful completers of the select CrossRoads alternative
education program who continue to be negatively impacted by their environment
resulting in legal and/or social solitude.
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Ego development: a process by which an individual makes sense of their

environment and how they identify with themselves in that environment, for the purpose
of the descriptive study.
Former at-risk: successful completers of the select CrossRoads alternative

education program who continue to realize success by managing to maintain a level of
social and legal standing free of dissonance.
High-risk: situations where an individual is subject to adverse conditions which

the individual did not cause such as being born into poverty or living in a troubled family
environment - divorce, discord, parental alcoholism, or mental illness, and which can
hinder chances for successful goal achievement (Werner & Smith, 1992), for the purpose
of the descriptive study.
Hispanic or Latino: an ethnic classification used to describe persons, regardless of

their race, who claim origins in Cuba, Mexico, Puerto Rico, South or Central America, or
other Spanish culture (Office of Management and Budget, 1997� NCES, 1998) for the
purpose of the descriptive study.
Locus of control: a protective factor used to determine whether a person perceives

their own actions result in the rewards that they obtain indicating an internal locus of
control, while those with an external locus of control believe that their own behavior
doesn't matter much and that rewards in life are generally outside of their control for the
purpose of the descriptive study.
Low-income: an economic status that describes students who are eligible for free

or reduced lunch status, for the purpose of the descriptive study.
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Minority: groups of people, separately and together, which does not include White

peo ple, for the purpose of the descriptive study.
Protectivefactors: characteristics that positively moderate a person's reaction to a

circumstance that in its absence would lead to undesirable results (Werner & Smith,
1992), for the purpose of the descriptive study. Examples would include internal locus of
control, social support from family bonds and strong friendship connections, and ego
development.
Resiliency: a term used to describe a phenomenon when a person regains

functioning by recovering and returning to an earlier level of adjustment following
adversity (Garmezy, 1993) for the purpose of the descriptive study.
Riskfactors: biological or psychosocial hazards that intensify the probability of a

negative developmental effect in an individual or group of people (Werner & Smith,
1992). Examples would include poverty, gender, and race, for the purpose of the
descriptive study.
Successful completer: a student at the select CrossRoads alternative education

program who met the criteria for program completion including behavioral, attendance,
and academic expectations and determined by a panel consisting of teachers and the
administrator at the select CrossRoads alternative education program.
Stress: the presence of negative life events - both controllable and uncontrollable,

and high-risk socio-demographic variables in an individual's life (Luthar, 1991), for the
purpose of the descriptive study.
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White: an ethnic classification used to describe persons who claim to have origins

in any of the original peoples of Europe, the Middle East, or North Africa (Office of
Management and Budget, 1997; NCES, 1998) for the purpose of the descriptive study.
Delimitations
This descriptive study was delimited to males over the age of 18 who have
attended and successfully completed a selected self-contained CrossRoads high school
alternative education program in a metropolitan area in the southeastern United States
between the years 1995 and 2000. Successful completion of the alternative education
program was delimited to members transitioning from the alternative education program
to high school, another alternative program or GED program, or graduating with a high
school diploma after the 18-week alternative education placement. Males in this
descriptive study were delimited to having exhibited chronic behavior problems at the
base high school in the district or being assigned by the juvenile justice system causing
them to be enrolled in the selected CrossRoads high school alternative education
program. Males in this descriptive study were delimited to having successfully completed
the CrossRoads alternative program in this selected CrossRoads high school alternative
classroom. The data that was collected and analyzed was generalizable solely to the
members in this descriptive study.
Justification
In the southeastern United States, African-Americans represented 54% of the
school population and 67% of those suspended or expelled (Graybill, 1997) with boys
outnumbering girls in 1995. The implication that it is three times more likely that Black
students will be suspended than White students in elementary school, it is then reasonable
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to assume that it would be twice as more likely for Black students to be suspended when
they reach high school (Gibbs, 1988). Hence the nature of being minority can be
conceived as a risk factor.
The three-year evaluation between 1999- 2000 of the Georgia CrossRoads
alternative education program revealed that students who entered as chronically
· disruptive were identified as the most difficult group of students to serve (Georgia
Department of Education, 2000). Of the male population assigned to the alternative
g ams Black male students were often assigned to the programs for disruptive or
pror
rebellious behavior (46.7%) and aggression (49.9°/o) (Georgia Department of Education,
2000). Particularly relating to discipline and management, the basic keys to increasing
student achievement are fair school practices. However the statewide study of the
Georgia CrossRoads alternative education program showed that White female teachers
referred Black male students to the program citing that they felt threatened and not "for
any other specific acts of aggression or disruption" (p. 7). When students perceive that
unfair school practices are the result of the student's gender, racial identity, or
socioeconomic status, realizing academic success is limited (Noguera, 2002; Payne,
1998; Sadker & Sadker, 1994) and opportunities to make positive choices are limited.
Reports of increased concerns have headlined media reports throughout the
United States and not only in the southeast. Newspapers and magazines have presented
articles describing the situation and drawing attention to the inherent discrepancies of
differential school discipline practices directed toward certain groups of students.
Headlines such as, "Data: Blacks' Discipline Rate Generally Higher" (18, April, 2003,
Dayton Daily News), "Expulsion of Minority Students Out of Proportion, figures show
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biases may play role in school discipline" (20, August, 2003, The Gazette), and "Past
Failures to Wipe Out Discipline Gap Fuel Skepticism Over Current Reports" (I 5, March,
2002, Seattle Post-Intelligencer), have contributed to telling a depressing story of what is
happening to specific groups of students in schools across the nation. At the same time,
comparable accounts are not just being reported in the United States alone. For example,
the British Broadcast Communications News (BBC) publicized an article entitled
"Female School Exclusions Hidden'" (9, January, 2002), detailing how apparent gender
and racial differences affect discipline practices in schools in London.
Some school systems have looked toward examining discipline practices for the
answer. The Florida Times-Union published an article entitled "No Easy Out for Unruly:
Suspension Plan Making Inroads" (24, August, 1998), citing the Duval County School
system as taking a progressive step towards creating in-school suspensions as a deterrent
to out-of-school suspension options. While the St. Louis Post-Dispatch presented, "Board
Discusses Effectiveness of Out-of-School Suspension" (30, July, 1998), reporting
concerns over whether suspending students out of school was helping the students or not.
In reaction, concerns spawn surrounding whether disruptive students should be in
the streets as opposed to the classroom, which has led to amplified attraction in
alternative schools and programs (NCES, 2002). In the southeastern state in which the
descriptive study occurred, for example, it was reported that students who were placed in
alternative programs for exhibiting "disruptive, aggressive or specific illegal behaviors
were more likely to have positive outcomes" (Georgia Department ofEducation, 2001,
p.3) than for the student to have remained at the base school where behavioral
intervention strategies were not working. As ofthe 2000-2001 school year 3go1o ofU.S.
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public school districts have at least one alternative school or program designated for at
risk students (NCES, 2002). Schools most likely to have an alternative program are most
likely in large school districts in urban areas, in the Southeast, with high minority student
enrollments, and high poverty concentrations (NCES, 2002). It is predicted that this trend
will constantly increase each year (Steptoe, 2003).
In the article, "Peas 'n Rice or Rice 'n Peas - which one are we really ordering?:
The Plight of the African-American Male Students Engaged in Education Exchange
Processes", White-Johnson (2001) describes a high school situation in which minority
male students find themselves at the hands of differential educational practices. White
Johnson's description of Maxima High School is not unlike the base school, in fact it is
the same school froin which the members in the present descriptive study were assigned
to the selected CrossRoads high school alternative education program. The students and
parents in White-Johnson's study provide detailed accounts of how African-American
male students "felt as if they were misinterpreted based on their speech patterns, the
clothing they wore, and their attitudes. They believed that "if they did not 'act White' the
teachers and administrators viewed them as troublesome or 'different' in a negative
sense" (p. 368). According to White-Johnson (2001), "(s)omehow, the story of African
American male students at Maxima High School has not been told" (White-Johnson,
p.371). The African-American male students in White-Johnson's investigation elected to
continue their education at an alternative program despite (or because of) the negative
risk factors they encountered at their base school. Working through this alternative
education program, the students either earned their high school diploma or continued
working towards completing high school. Outside the fact that differential treatment in
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school hinders academic achievement (Sommers, 2000; NCES, 2002), this provides
evidence that there are a few students able to survive when maneuvering their way
through stressful courses, as well as manage to sustain themselves to realize continued
success throughout life (Noguera, 2002). White-Johnson (2001) emphasizes that those
students who achieved success did so in a cautious manner, but asks to what extent did
protective factors play in this achievement?
Part of the answer may very well reside in resiliency theory. According to Werner
and Smith (1992) the phenomenon of resiliency occurs when individuals described as
high-risk succeed when faced with adversity. The high-risk individual employs protective
factors that act as buffers to smooth a reaction to stressful situations. In this way the
indi�idual adapts with success more so than would have happened without these
protective factors. "Resilience is thus conceived as an end product of buffering processes
that do not eliminate risks and adverse conditions in life but allow the individual to deal
with them effectively" (Werner & Smith, 2001, p. 3). The definitive test if an individual
is capable of being resilient occurs in observing whether adaptive or maladaptive
behaviors develop as a function of the individual being exposed "to life's stressors and
trauma-inducing environments" (Garmezy, 1993, p. 127). The students in White
Johnson's (2001) study found success in an alternative program after they left an
environment in which they felt threatened. Researchers have indicated that when positive
experiences occur after negative incidents, it is reasonable to consider that the positive
experiences act as restorative functions (Rutter & Quinton, 1977; Sameroff, Seifer,
Barocas, Zax, & Greenspan, 1987; West & Farrington, 1977). Was the success of the
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African-American male alternative students in White-Johnson's study in part due to
protective factors acting as buffers?
Purpose ofthe Descriptive Study
The intent ofthis descriptive study was to examine protective factors ofmales,
who having been identified as chronically disruptive, were assigned to a high school class
in a select CrossRoads alternative education facility, and have successfully completed the
program by meeting the progr� expectations for completion. The descriptive study also
identified the quality dynamics oflocus ofcontrol meaning how an individual determines
whether or not they control what happens to them, ego development, social protective
factors, and stress that differentiate between those male students who continue to exhibit
resilient behaviors from those male students who do not.
What happened to male students who successfully completed the selected
CrossRoads alternative education program? How did they perceive being placed in an
alternative setting? What strategies did they employ to overcome being placed in an
alternative setting? How did being placed in an alternative setting affect them toward
successfully completing the selected CrossRoads alternative education program? Since
successfully completing the alternative program, in what ways do they continue to seek
success? How do they continue to bounce back from adversity, and why? What
differentiates between those male students who continue to be successful at managing
adversity and those male students who do not since successfully completing the
CrossRoads program? The answers to these questions provide insight into the lasting
resilient and fragile natures ofmale students who are subject to differential treatment in
school. Rutter (1987) calls for more research ofthe protective dynamics and the
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relationship between gender and race in influencing individual differences when
responding to risk. From this knowledge, teachers and administrators will have the means
to recognize and understand how male students respond to adversity, and possibly
explore ways in which educators can provide environments that act as protective factors.
Setting
While CrossRoads alternative programs throughout the state varied by design,
students at the selected CrossRoads alternative education facility in the present
descriptive study were assigned to a self-contained classroom at the high school level.
These students were considered as enrolled in their base school but attending the
alternative school. In other words, students at this selected CrossRoads alternative facility
were included in their base school FTE counts. All high school CrossRoads students at
this alternative facility came from one base high school in the district. Students in this
selected CrossRoads high school alternative education classroom received academic
instruction in math, science, English, social studies, and vocational education at their
grade level. One teacher was assigned to these students, and counseling services for the
students were provided. No special certification was required for the teacher other than
being certified by the state to teach at the high school level. The maximum class load was
capped at 15 students. In the school district for which this classroom served, there existed
only one CrossRoads high school alternative education self-contained classroom for
conduct disordered students. This is the classroom from which members in the
descriptive study came. Over the course of at least one semester - 18 consecutive weeks,
students were expected to attend school daily, maintain good conduct, and improve their
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academics. These three central expectations were the basis for students to successfully
transition out of this selected CrossRoads high school alternative education program.
Summary
When considering the high-risk and at-risk factors that may have influenced a
student's behavior at one time resulting in behaviors that are rebellious, defiant, and
aggressive, these same factors may not cause the same individual to continue to engage in
at-risk behaviors after leaving school. The buffering of protective factors such as internal
locus of control, ego identity, and social protective factors tend to greatly affect the
ability of high-risk and at-risk individuals to make positive choices when faced with
stressful events. Therefore examining how high-risk and at-risk individuals perceive and
utilize protective factors were the focus of this descriptive study. It provided one way to
understand the behaviors of high-risk and at-risk individuals and those influencers on
their behavior. The descriptive study illustrated the protective factors that work to
continue to minimize the risks to male students who successfully completed a select
CrossRoads high school alternative education program.
Additionally, Chapter Two of the descriptive study presents a review of the
related literature concerning risk factors and protective factors as studied by resiliency
research, as well as provide a discussion of the Georgia CrossRoads alternative education
program. In Chapter Three the research design, description of members, statistical
methodology, instrumentation, procedures, data analysis procedures, and limitations of
the descriptive study are presented. A discussion of the research questions, descriptive
statistics, statistical results, and ancillary findings of the descriptive study are presented in
Chapter Four. Finally, Chapter Five provides a discussion of conclusions and a
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specu lative explanation for the statistical relationships found in Chapter Four, as well as
recommendations for policy, practice, and future study based on the findings of this
descriptive study.

CHAPTER II
REVIEW OF THE RELATED LITERATURE
n

Background Iformation
The review of literature is presented in three major sections all of which are under
girded by elements of resiliency. It should be noted that past studies have focused on risk
factors that occur in the school, family and individual. However researchers have called
for more studies to "focus on resiliency rather than risk" (Collins, 2001, p.281).
According to Resnick et al. (1997) while controlling for demographics, social contexts
are significant in identifying both risk and protective factors in the school, family, and
individual. Therefore a discussion of how resiliency theory can be applied to support
high-risk and at-risk students in educational settings is offered. Additionally, the review
presents a discussion of alternative school programs in order to provide a contextual basis
for the purpose of CrossRoads alternative school programs as providing educational
settings for students that are at-risk for academic failure because of their behavior. The
)

exit criteria of students to successfully exit these programs is included. In summary the
review of literature focuses on studies related to risk factors, protective factors, and
resiliency characteristics of at-risk students.
As early as birth, individuals can have a number of odds placed against them for
successful development (Werner & Smith, 1992). Many policy makers believe ''that an
adolescent's race, income, family structure, and gender predict the likelihood of a teen
participating in risky behaviors" (Blum, R.W., Beuhring, T. Rhinehart, P.M. 2000, p.4).
Though certain factors exist which act as direct agents in determining a child's future
success (Garmezy, 1993; Werner & Smith, 1982, 1992, 2001), reports on the frequency
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of risk behaviors tend to misleadingly propose that a direct connection exists between a
person's behavior �d their income, ethnicity, or family structure (Blum et al., 2000).
From the Kauai study, individuals are considered high-risk if they experienced "moderate
to severe degrees of perinatal stress, grew up in chronic poverty, were reared by parents
with little formal education, and/or lived in disorganized family environments" (Werner
& Smith, 1992, p.2). In the presence of high-risk conditions however, the influences of
the neighborhood and school environment, close and extended family relationships, and
individual self-esteem are factors affecting the extent to which a child is academically
motivated and realizing academic achievement (Newman, Myers, Newman, Lohman, &
Smith, 2002; Werner & Smith, 1982, 1992, 2001). Seemingly the presence of protective
factors tends to diminish the chances of negative outcomes even in the presence of risk
factors (Resnick et al., 1997). Researchers recurrently investigate the extent to which risk
factors and protective factors, both separately and together, influence the presence of
desirable goal attainment.
Risk Factors of Adolescents in School
According to Garmezy (1993) there is an invers�ly proportionate ratio relating to
the observance of risk factors and positive outcomes. Furthermore Garmezy (1993)
purports "that as factors pile up, the probability of a positive outcome is appreciably
reduced" (Garmezy, 1993, p.129) making the individual vulnerable to harmful outcomes.
Furthermore Collins (2001) emphasized that because of the complexity of risk factors
"some groups of individuals (e.g., urban underclass, stigmatized racial and ethnic groups,
and the chronically poor) are likely to experience multiple and related sources of stress"
(Collins, 2001, p.282). Factors associated with risky behaviors and health in adolescents,

28
have been identified to exist within the school,

family, and individual (Resnick et al.,

risk factors
1991). A discussion concerning how economic, social, gender, and race
influence student motivation and academic success, with particular emphasis on male and
minority student groups are presented.
Economic
Though gender and race are usually distinguishable factors, meaning that their
differences are commonly visible, economics usually is not an observable characteristic.
Economics transcend both race and gender, and impacts all aspects of a child's
environment. However, socio-economic status provides a fundamental disparity among
different groups of students with regards to academic achievement and the basic
opportunity to learn (NCES, 2000). Some researchers have suggested that poverty, not
biological disorders, is the leading cause for many learning disabilities (Noguera, 2002).
Among the most frequently studied risk variables is low socioeconomic status (Luthar,
1991). Having greater educational needs and requiring more resources than affluent
students (Ryan, 1999), poor students made up 15% of all children between the ages of 5
and 17 in 2001 (Payne, 1998). In other estimates approximately one-fifth of the nation's
children lived in poverty in 2001 (NCES, 2002).
A considerable resistance to children's access to optimal learning possibilities and
their capability to succeed in school is the condition of poverty (NCES, 2002). Poverty
has been identified as a risk factor alone, and especially when linked to other risk factors,
that significantly increases a child's likelihood for psychiatric disorder (Gannezy, 1993).
It is seven times more likely that children who are poor and live in the inner-city will
become victims of child abuse or neglect, as compared to children from high social or
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economic class (Renchler, 1993). Chances are increased for poor children, regardless of
race or ethnicity, to drop out of school, become pregnant in early teen years, and suffer
developmental delay and damage (Miranda, 1991; Payne, 1998). Many low-income
parents work longer hours and therefore their children are left unattended. "Adolescent
students who have little adult guidance have large amounts of time and are at further risk
(,

for engaging in activities that weaken their commitment to school and community"
(Nettles et al., 2000, p.57).
The road to higher education is steeper for poor children than it is for their more
affluent peers. More specifically, given that mathematics alone has been coined as the
"gatekeeper" (Singham, 2003), strong associations were found between fourth grade
students who were eligible for subsidized lunch and lower fourth grade mathematics
scores in 2000 (NCES, 2002). Understanding that math coursework is the greatest
variable in deciding a student's likelihood to compete beyond high school at a four year
university (NCES, 2002), it is plausible to assume that completing high school and
attending college may be more difficult for students from low-economic groups than their
counterparts from more advantaged economic groups. The communities with the highest
number of poor children, particularly immigrant children, are also the communities with
the lowest test scores (Noguera, 2002). It is estimated that it is eight times less likely for
low-income minority students to graduate college than it is for other students (Newman et
al., 2002). With future academic inferences being traditionally measured by standardized
test scores, it is essential for low income and minority students to perform well on
standardized tests. But relationships between socio-economic class, concerns about the
costs of college, and the perceptions that coll ege is "not for people like me" (NCES,
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socio-economic communities.
2002, p.4) are frequent among students from low
Additionally students tend to receive less support from parents who lack social and
economic capital. Even students who are from low-income backgrounds and score high
on standardized tests are less likely to seek postsecondary schools than students from
high-in come groups with similar scores (NCES, 2002).
Further risk for academic underachievement emerges when low-income minority
students who experience learning difficulties in the early grades are many at times judged
to be low-functioning and placed in low-track, remedial or special education programs
(Kusimo, 1999; NCES 2002). This pattern continues throughout the student's formative
years and by the end of high school, this demarcation of stratum is so widespread that
students of different tracks, whether by official label or de facto separation, are not likely
to ever see one another in class (Clark, Davis, Rhodes, & Baker 1996). The tendency for
students to remain in the academic position they are placed is strong, and is based mainly
on teachers' early judgments at the beginning of school (NCES, 2001).
The quality of education a student is exposed to between kindergarten and twelfth
grade is a better predictor of postsecondary choice than any other factor, including
socioeconomics (NCES, 2002). However schools in low-income communities bear the
burdens of securing funding to meet the demanding needs of their students. Coupled with
the lack of school services and support agencie� located in inner-cities, the needs of poor
children often go unmet (Noguera, 2002). Surprisingly there is a correlation between
school district funding levels and the minority students in a district (Ryan, 1999). It
seems that funding levels decrease as the enrollment of minority students increases
(Ryan, 1999). The schools that are more poorly funded are usually those schools that are
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also predomin ately populated by minority students (Ryan, 1999). The fact that poor
students enter schools with more needs, together with the increased costs of running
urban schools, indicate that inner-city minority schools must spend more than usual to
just provide average educational opportunities (Ryan, 1999). Connected to poverty in this
context, schools add to a collective group of stressors (Garmezy, 1993).
Social
Though stressors are often interconnected with each other and occur successively,
Bowen and Chapman (1996) found that certain factors impact at-risk youth more than
other factors. In addition to poverty and community perils, Bowen and Chapman (I996)
linked social support to affecting the welfare of at-risk adolescence. Schools provide one
environment that shapes the socialization of students, and influences how students
experience social support. It is in early relationships with adults that students learn social
know-how in general, which extend to positive adjustment throughout their academic
careers (Hamre & Pianta, 2001). The student-teacher relationship plays a significant part
in molding children's school experiences, and can project potential troubles and
successes (Hamre & Pianta, 2001; Holm & Horn, 2003). Schools are the places where
children are taught how to adhere to instructions, how to interrelate with others, and how
to abide by authority (Noguera, 2002). In initial school experiences, students learn how to
successfully chart a course through social structures and gain from this knowledge and
experience while they move through the different levels of school (Hamre & Pianta,
200I). In this way students visualize their academic labors that permit them to be
successful (Newman et al., 2002). Likewise students "with insecure attachments are at
risk for lower social competence and self-esteem" (Hamre & Pianta, 2001, ,r 2). In
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examinin g social risk factors of students, the value of taking a long hard look at students'
perceptions and views of school should not be underrated (Ruck &Wortley, 2002).
As a risk factor, emotional distress among students in a longitudinal study was the
result of student perceptions of prejudice at school (Resnick et al., 1997). The
expectations that teachers have for their students are very powerful in affecting students'
school performance (NCES, 2002). Teachers' perceptions of conflict can often lead to
attempting to contain students' behavior, and therefore negate the possibility of fostering
a positive school environment (Hamre, & Pianta, 2001). More so for minority students,
the impact a teacher has is enormous (Singham, 2003) because a significant portion of the
socialization process in school includes an instruction on race and gender (Noguera,
2002). Many minority students who lack social and economic capital are less encouraged
by teachers who may question the academic achievements of these students (NCES,
2002). Some African-Americans and Hispanics view schools as hostile problematic
environments (Townsend, 2000) and expect to be distrusted by their teachers (Landsman,
2001).
Results from a recent study uncovered several details with regard to how students
from different racial and ethnic minority groups perceive various school practices (Ruck
& Wortley, 2002). All racial and ethnic minority groups in the study perceived a level of
discrimination regarding school practices, while Black males considered themselves at a
noticeable disadvantage (Ruck & Wortley, 2002). The results of this study revealed that
minority status performed as a very important forecaster of students' assessments of
inequality concerning how they were treated by the school authorities and police at
school (Ruck & Wortley, 2002). Including race and ethnicity, gender and socioeconomic
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status predicted strongly whether or not a student felt they were treated differently at
school, and males reported a bias against them relating to school punishment (Ruck &
Wortley, 2002). "Just as teachers are likely to put more effort into children with whom
they have a positive relationship, children who trust and like teachers may be more
motivated to succeed" (Hamre & Pianta, 2001, ,r 5).
Gender

The issue of gender equity in school is a hotly debated subject �th clearly
defined supporters at both ends. Two compelling standpoints emerge arguing the merits
of gender as being a risk factor in school. At one end stand those who strongly believe
that girls more so than boys are in greater need of evenhandedness when it comes to
every facet of school (Sadker & Sadker, 1994). At the other end of this issue stand those
who argue that the aforementioned movement has been at the detriment of boys within
school systems (Martino, 2001; Meyenn & Parker, 2001, Sommers 2000). Such research
contends that where girls may have been shortchanged in school practices, it is now the
boys who find themselves as the newly disadvantaged (Meyenn & Parker, 200 I) and are
paying the price (Sommers, 2000) because the focus has been primarily on leveling the
playing field for girls. The pendulum has switched sides against boys, according to this
field of study. Boys, even more so than girls, are in serious trouble today (Dobson, 200 I).
While there is genuine merit to both arguments considering gender as a risk factor for
boys and girls, this descriptive study presents the issue of male gender in school as a risk
factor, with emphasis on the risk of being minority male.
Research findings have revealed that kindergarten teachers tend to believe their
relationships with girls to be closer and less conflictual than their relationships with boys
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(Hamre & Pianta, 2001). It was also found that higher letter grades, fewer discipline
infraction s, and a significant amount of positive habit-markers belonged to girls (Hamre
& Pianta, 2001). Conversely the researchers discovered a strong predictor of future
discipline problems for boys was the development of negative relational styles between
kindergarten teachers and boys (Hamre & Pianta, 2001). In the presence of such findings
it is reasonable to understand that boys more so than girls are retained, fail courses, drop
out of school, and are suspended and expelled from school (Gurian, 1998; Sadker &
Sadker 1994; NCES, 2001). With the tendency for antisocial behavior at school not seen
in girls to as high degrees (Sommers, 2000), boys would be expected to perform poorly
against certain school expectations. The ways in which schools are organized directly
affects the reasons why boys "do not always fit in comfortably into school culture"
(Sadker, 2002, p. 238).
Concerns over boys' misconduct often cause boys to be penalized more than girls
for similar disciplinary infractions (Sadker & Sadker, 1994). The recipients of more
frequent punishment, including corporal punishment, due to misbehavior are boys
(Sadker & Sadker, 1994). In reaction to this, boys then seek attention in objectionable
ways (Sommers, 2000). Stated differently, some boys will move from calling out of turn
to acting out when their needs are not met (Sadker & Sadker, 1994). Boys tend to be
more noticeable than girls, at the expense of being popular (Sadker & Sadker, 1994).
Consequently more boys are referred and placed in special education programs than girls
(Pollack, 1998). Two-thirds of students served in special education are boys (Sadker,
2002). Sadker and Sadker (1994) point out that over-placement of boys in special
education often times are needless, and so much so that they are carried out at the
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expen se of girls who really need referral for these services. African-Americans in
general, with emphasis on African-American males, are referred for special education in
greater numbers than other groups in schools, and represent a larger development in
education for these groups (Noguera, 2002).
Girls in general appear to have the advantage over boys in terms of planning for
their futures, having positive everyday experiences at school, and being able to
constructively interact with school authority where teachers' expectations of girls are
high (Sommers, 2000). Girls tend to complete their assignments and wait their turn while
boys usually take on the roles of the troublemaker and champ at the same time (Sadker &
Sadker, 1994). More girls enter and complete post-secondary programs than boys (NCES,
2002; Sadker & Sadker, 1994; Sommers, 2000). While the rate of female college
enrollment increases overall, no one can dismiss the overwhelming lack of data of
minority male enrollment in higher education (NCES, 2002). In higher education, the
numbers of African-American men drastically lag behind those of African-American
women (Sommers, 2000). "Males of color in particular drop out of high school more
often and enroll in college less frequently than either minority females or White males"
(Sadker, 2002, p.238).
Gender with race
For African-American males in schools, the issues of race and gender clash at a
crossroads given that they "trouble our cultural analysis of boyhood" (Davis, 2001,
p.140). "Black boys create a very distinctive culture for themselves - one that's shaped
by a unique racial and gender position in school" (Davis, 2001, p.144). Throughout
elementary and middle school, teachers consistently give Black boys lower ratings for
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academi c expectations and for social behavior (Irvine, l 990� Rong, 1996). No other
gro up in schools is subjected to negative forms of treatment than African-American
males (Noguera, 2002). While some studies have shown that participating in sports for
African-American boys has been positively associated with "aspirations to enroll in
academic or college-preparatory programs in high school, to have definite plans to
complete high school and to attend college" (Braddock, Royster, Winfield, & Hawkins,
1991, p.128), generally in schools there are misgivings that Black boys can excel inside
the classroom (Noguera, 2002). Black males are practically nonexistent as competitors in
academic venues.
The nature of negative interactions between Black male students and their
teachers hinders the possibility to elevate student achievement (Noguera, 2002). If the
ways in which teachers treat Black male students remain the same, as well as the ways in
which the Black male student responds to the teacher who tries to help them (Noguera,
2002), possibility for positive teacher-student relationships is thwarted. Even more
troubling is the fact that not much interest is given to exactly "how Black males construct
personal meaning for their lives in and out of school" (Davis, 2001, p.145). As a result
some researchers have noticed that Black boys mutually undertake the task of creating
and recreating "what they consider an authentic Black male masculine identity" (Davis,
2001, p.145). By the time a boy reaches adolescence, the demands placed on him to
measure up to the male role model are unceasing (Sadker & Sadker, 1994).
Teachers tend to expect less of students who may be lower socio-economic class
children, mainly because those students may not necessarily know how to be effectively
assertive around adult authority figures (Healy, 1990). Noguera (2002) asserts that often
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Black males create and adopt oppositional identities to deflect those attitudes expressed
by White teachers making these students partly liable in their own failure. Any deviation
by Black males from this established pattern of behavior often places them under
considerable scrutiny from their peers who are likely to regard their transgression of
group norms as a sign of"selling out" (Noguera, 2002). These students and their peers
tend to regard good behavior as "acting White", and subsequently shun those minority
students who are high performers (Fordham & Ogbu, 1998; NCES, 2001; Noguera,
2002).
Race and ethnicity
By definition the public school arena mirrors the general public at large, where
the issues of race and all its challenges are alive and well. The widely held definition of
the typical American teacher has been described as "a 42 year old White woman who has
taught for an average of 15 years, is a member of a teacher's organization, and holds a
tenured position" (Foster, 1997, p.159). Following this pattern most students who enroll
and complete teacher-training programs tend to be White, female, and middle class
(Foster, 1997). By contrast, in 2000 the public school system faced a large increase in
student minority enrollment, which was largely due to a swell in Hispanic student
enrollment (NCES, 2002) The Hispanic population alone has been reported as the fastest
growing population (NCES, 2001), and these cultural significances bring many changes
to public schools.
School is where society meets its past and sets a course for the future, and these
distinctions can also increase challenges for schools (NCES, 2002). School culture and
language are greatly affected when transformations in the racial and ethnic composition
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of school enrollment occur (NCES, 2002). Many times the diverse nature of this
microcosm sets the stage for playing out old rivalries and divisions between members
(Merchant, 1999). A scrutiny of those inequalities which stem from cultural and social
dividers indicates that it is unlikely for families in poverty and those from minority
groups to have adequate awareness with social and educational systems, and therefore
cannot form the alliances necessary to effectively act on behalf of their children's welfare
(NCES, 2002). "Societal beliefs about the intellectual or cultural inferiority of certain
groups can result in constrained choices as well as constrained opportunities" (NCES,
2002, p.A-5). Given the makeup of public schools - the cultural, ethnic, racial, social,
and economic stratification of students, teachers, and administrators - it is clear the
structure and culture of public schools are major forces in the reinforcement and
maintenance of racial groupings and the typecasting linked to them (Noguera, 2002).
African-American students have been uniquely hailed as deficient White children
by some educators over the years (Ladson-Billings, 1994). To some scholars the practice
among educators and psychologists to measure Black children in White terms lacks merit
(Hale-Benson, 1986; Ladson-Billings, 1994). If this practice is the case then sociologists
and educators argue that Black children will absolutely be lacking, abnormal,
pathological, or gifted since cultural and ethnic differences create an uneven playing field
(Hale-Benson, 1986). The lack of African-American students in advanced and college
preparatory courses reinforces school personnel beliefs that this absence commonly
reflects minority student interests, academic talents, as well as the lack of their parents'
interest in student achievement, thus promotes a pattern of differential expectations
(Kusimo, 1999). Placing students at an increased risk for academic failure, teachers who
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may harbor doubts about minority student abilities provide less encouragement to
underrepresented students, together playing a role in self-fulfilling prophecy of
underachievement (NCES, 2001). When teachers measure Black children against a White
norm, the outcome is stated in terms of insufficient education and compensatory skills
instead of concentrating on how best to assist the learning styles of African-American
students (Graybill, 1997). The diverse minority cultures representative in school are
distinct and separate cultures and school is the common bond between cultures. Gloria
Ladson-Billings (1994) emphasizes that the imperative issue is for educators to see racial
and cultural difference as constructive support to meeting the needs of all students,
especially African-American students.
While teachers tend to compare Black students to White students (Ladson
Billings 1994; Hale-Benson, 1986), Black children compare themselves to other Black
children, not to Whites (Powell, 1983). African-American students in tum express a
unique approach as a result towards asserting their identity in school settings. Some
African-American students purposely tend to oppose any behavior that is regarded as
successful in school and thus irrelevant to achievement (Noguera, 2002; Townsend,
2000). Opposing what they deem as "acting-White", many African-American students
create obstacles in finding peers who promote academic achievement, which in tum
creates differences in yearning to be accepted by same-ethnicity peers or performing well
in school (Newman et al., 2000; Noguera, 2002).
Therefore with regards to school discipline, race and ethnicity, among other
concerns, tend to emerge as risk factors. It is argued that a certain student's risk is
increased for exclusionary discipline practices when that student is African-American,
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male, and from a low-income family (Landsman, 2001; Noguera, 2002; Townsend,
2000). Studies have shown that harsh disciplinary practices - suspension, expulsion, and
corporal punishment - have a greater incidence among students who are identified as low
socio-economic, minority and receiving special education services, placing them at
greater risk for differential disciplinary treatment in school (Skiba, Peterson, & Williams,
1997). According to Skiba, Peterson, and Williams (1997) significant differences by race
occur in schools where African-American students receive higher numbers of office
referrals than students from any other ethnic background. Researchers have observed that
the majority of students suspended and expelled are African-American across the nation.
In 2001 it was 2.6 times more likely for Black juveniles to be suspended than White
juveniles (Crime Control Digest, 2001). Likewise it is more likely for Blacks to be
suspended and for extended periods of time than it is for Whites (Irvine, 1990).
Several Southeastern states have reported disproportional discipline data with
regards to race. Between 1998 and 2000 in North Carolina an examination of suspension
and expulsion data, found that over 500/4 of the LTS (Long Term Suspensions) were
Black and Multi-Racial students (Public Schools of North Carolina State Board of
Education, 2001). In Georgia as reported in the 2001 Legislative Report, Black students
received disciplinary actions at higher rates that did White students (Georgia Department
of Education, 2001). Such findings are representative of school discipline trends across
the United States (Noguera, 2002; Sadker and Sadker, 1994; Sommers, 2000).
Exclusionary discipline data raises troubling doubts with regards to minorities.
Differential practices that have been consistently overused in minority groups may
possibly escalate the chances of dropout and delinquency (Skiba et al., 1997).
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As repeated school isolation among African-American children and youth
increases, the chances that these students will engage in criminal activities also increases
and eventually leads to not completing school (Townsend, 2002). According to the
Justice Policy Institute it is more likely for expelled youths to engage in illegal behavior
than those students who remain in school ("Crime Control Digest", 2001). In 1995 and
1999 both Black and Hispanic students "were more likely to report the existence of street
gangs in their schools" (NCES, 2001, p.33). It is more likely for juveniles who drop-out
of school to be unemployed and earn less money than those students who complete high
school (NCES, 2002). As a risk factor, dropping out of school has many implications.
The National Center for Education Statistics (NCES) reported in 2002 that an increase in
the percentage of Hispanic youth out of school without credentials continues to increase
every year, and the dropout rate for Hispanics continues to rise. An investigation of the
dropout problem reveals that a critical element can be accredited to school procedures
that function to do away with difficult students (NCES, 2002). Just as teachers'
perceptions of certain students work against enabling a positive effect, "racial/ethnic
minority students are much more likely than White students to perceive discrimination
with respect to teacher treatment (and) school suspension" (Ruck & Wortley, 2002,
p.185). Furthermore a cause-effect situation occurs when African-American students,
being excluded from obtaining the full thrust of schooling when discriminate disciplinary
measures are employed, suffer as the achievement gap between them and their White
counterparts widens (Townsend, 2000). No student, especially African-American
children and youth, can "ill afford school practices that restrict or deny their access to
educational opportunities" (Townsend, 2002, p.382).
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Protective Factors of Adolescents
This section of the review of literature focuses on protective factors present in the
school, social networks, and individual. It should be further noted that limited research
has been generated thusfar on this area. The presence of risk is essential for the
demonstration of the e�istence of protective factors (Garmezy, 1993; Werner & Smith,
1982, 1992, 2001), hence the discussion of risk factors preceding this section. Having
experienced more than one obstacle, children who are internally oriented tend to
demonstrate formidable efforts to prevail in exigent circumstances they face (Luthar &
Zigler, 1998; Werner & Smith, 1982). This ability to perform well in the presence of risk
factors is the focus of resiliency research. Resiliency research concentrates on the
survival mechanisms ..that
individuals employ to cope and succeed in the face of
.
hardships. "Resilience is used to describe what is meant when one speaks of a person
who regains functioning following upon adversity" (Garmezy, 1993, p. 129).Though a
person may falter under undesirable conditions, it is in the act of recovering and returning
to a level equal to that prior to the incident (Garmezy, 1993) that defines individual
resiliency. Put another way, resiliency is when individ�ls still manage to continue to
move ahead towards their goals and aspirations though they may experience stress either
through no fault of their own or as a result of their behavior.
Within the resiliency framework, it is necessary to form the distinctions between
certain factors at play. As stress levels increase in individuals, researchers have observed
that compensatory factors intermingle in an individual's reaction to stress. When stressors
diminish levels of competence, individuals will utilize certain characteristics which
operate to offset negative outcomes and thereby help to improve competence levels
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• (Luthar, 1991). In other words, compensatory factors positively counteract the effects of
stress. At other times individuals utilize different variables which interact in the presence
of adverse conditions. Understanding that vulnerability is indicated by "an individual's
susc eptibility to a disorder" (Werner & Smith, 1992, p.3), protective and vulnerable
factors interact "with stress in predicting adjustment" (Luthar, 1991, p.602). Basically
these factors buffer the effects of stress. Accor�ing to Rutter (1987) it is important to
investigate how protective and vulnerable factors interact as a process in order to have a
basis for understanding the buffering effects included in resilience.
The affects of poverty or sudden economic misfortune on high-risk children has
been the focus of various resiliency studies in the United States (Elder, 1999). Elder
(1999) found that some high-risk individuals managed to move out of poor childhood
economic situations despite grim beginnings. In the same vein, given the vast number of
risk factors associated with gender and race in the mainstream school environment, there
are those African-American students who still continue to preserve their individualities
and achieve academically, without being outcast by their peers (Noguera, 2002). At the
same time possessing strength of character and exercising individual choice alone cannot
permit a person to always circumvent the risks present in the environment (Noguera,
2002). Choices that individuals make when acting outside their cultural environment are
not easily undertaken and certain variables are said to buffer those effects (Garmezy,
1993; Werner & Smith, 1992).
Researchers have studied the phenomenon of being able to continue to move
ahead despite formidable circumstances (Garmezy, 1993; Werner & Smith, 1982, 1992,
2001) because of the human elements inherent to it, such as experiencing stress. Several
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st udies have shown that experiencing stressful life events and the continuation of living
under stressful conditions negatively affect school and social adjustment (Garmezy,
Masten, & Tellegen, 1984). Researchers have used the Life Experiences Survey to
determine an individual's perception of stressful events in their life (Sarason, Johnson, &
Siegel, 1978; Ford & Procidano, 1990). More negative life events represent a crucial
measure of life stress (Luthar, 1991). Therefore how an individual perceives stress in
their life is important in determining whether or not stress becomes a reason in being able
to rise above adversity. Unfortunately more is known about those persons who surrender
and become fatalities of their environment than about resilience, perseverance, and the
coping strategies developed by at-risk individuals (Garmezy, 1992; Noguera, 2002).
Yet "signs of emotional distress do not necessarily suggest a breakdown in
resilient behavior" (Garmezy, 1993, p. 130). Everyday stresses of life are mutual among
people. But why does it seem that some people are able to perform at normal levels
during and/or after experiencing stressful events? Are there certain variables that help
individuals to buffer the effects of stress? Do these buffers act in tandem or alone in
protecting the individual from succumbing to stress? The primary basis for the
occurrence of resiliency in high-risk and at-risk individuals has been the presence of
protective factors in their lives (Garmezy, 1993; Werner & Smith, 1982, 1992, 2001).
Following a resiliency framework then, "it is necessary to search for the presence of
'protective' factors that presumably compensate for those 'risk' elements that inhere in
the lives and in the environments of many underprivileged children" (Garmezy, 1993, p.
129). By understanding the influencing dynamics of how people adapt, cope and
understand then it is possible to change behavioral outcomes and refocus the importance
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of agency and choice (Noguera, 2002). More research is necessary to understand the
ways in which high-risk and at-risk students steer through the complexities of stress in
their lives (Noguera, 2002). Therefore a discussion of how the role of protective factors
in school, social support networks, and the individual all influence student motivation and
academic success is presented.
School

The role of caring teachers has been shown to be a significant factor in the
success of high risk youth as they move from children to adulthood. A strong maternal
substitute has been identified as a protective factor for high risk individuals (Garmezy,
1993). This substitute can be, among others, a teacher, neighbor, or parent of peers
(Garmezy, 1993). "School environments can protect or buffer the effects of adverse
conditions and thereby contribute to competence in students placed at-risk" (Nettles et al.,
2000). In the National Longitudinal Study on Adolescent Health (1997), it was found that
students' lower levels of distress were associated with school connectedness (Resnick et
al., 1997). In the Kauai study, it was found that for adolescent high risk students "a caring
teacher was an important protective factor for boys and girls who succeeded against the
odds" (Werner & Smith, 1992, p. 178). Another study found when youth with
considerable behavior problems formed relationships with teachers that are minimal in
disagreement and dependency it became less likely for those children to continue
expressing behavior problems (Hamre & Pianta, 2001). This is indicative of a strong,
positive relationship that the teacher forms with the student. The teacher, understanding
the child's individual needs, may overlook the child's behavior (Hamre & Pianta, 2001).
The idea of understanding and accepting the existence of diverse learning styles, and
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enabling that to work toward developing more diverse teaching styles, is beneficial for all
learners (Graybill, 1997). Teacher motivation, spending more time and energy in
developing student success, was found to be the foundation of strong, positive
relationships with students (Hamre & Pianta, 2001). When students perceive genuine
caring and high expectations from teachers, school becomes a protective factor against
risky behaviors (Steinberg, 1996). Therefore it is understood by scholars that both
teachers and students must employ resilience mechanisms for positive outcomes
(Braddock et al., 1991).
Social Networks
Because of the interconnectedness of stressors, being able to access social support
is a critical coping mechanism (Collins, 2001) of at-risk individuals. In addition, social
support networks have been shown to act as protective buffers when individuals face
stressful live events or ongoing stressful conditions (Pryor-Brown & Cowen, 1989).
Throughout times of stress, social support is essential (Collins, 2001). As the individual
matures the role of a social support network decreases and increases in imJ>ortance
(Worrel, 1997). "Family and parental support are associated with good academic
performance and other positive social and emotional outcomes" (Nettles et al., 1999, p.
49). An important link of health and healthy behavior in adolescence is the perceived
protective role of parental expectations of students' school achievement (Resnick et al.,
1997). A significant association was apparent in the Kauai study by Werner and Smith
(1992) between the existence of rules and structure in the family unit of high risk boys
and girls and a successful adjustment in adulthood. Amiable bonds within the family
afford defense in times of stress (Garmezy, 1993; Werner & Smith, 1992). The protective
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buffers associated "by warmth, cohesion, and the presence of some caring adult"
(Garmezy, 1993, p.132) have been identified in high-risk individuals (Werner and Smith,
1992). The role of the mother had a significant positive influence on high risk youth in
the Kauai study (Werner & Smith, 1992). It would seem as well that as long as the family
is cohesive and supportive of the high-risk individual, the size of the family does not
matter (Garmezy, 1993). The family, as a protective factor for high-risk individuals,
provides an essential component in being able to adapt to adversity (Garmezy, 1993;
Nettles et al., 2000).
Within the community, protective factors have also been observed in friendship
circles, and extended and surrogate family units. Allowing for a successful transition to
adulthood for the children in the Kauai study was the presence of caring adults outside
the family (Werner & Smith, 2001). The high risk children in this study who successfully
transitioned to adulthood had formed bonds with surrogate parents outside the family
unit, among these were grandparents, uncles, aunts, youth leaders, ministers, members of
church groups, and elder mentors (Werner & Smith, 2001). These informal support
sources played a significant role in the lives of these high risk children as they
successfully transitioned into not only adulthood but mid-life as well (Werner & Smith,
2001).
Children who exhibit stable social skills have also been identified by researchers
as being resilient (Masten, Morrison, Pelligrini, Tellegen, in press). These skills are
fostered in the family and community as has been shown to sustain transitions during the
life of high risk youth. Perceived social support has been identified to act as a buffer
when an individual attempts adjustment after experiencing the negative impact of
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stressful live events (Procidano & Heller, 1983). Several studies have used the Perceived
Social Support - Friends (PSS-Fr) and the Perceived Social Support - Family (PSS-Fr)
instruments to determine levels of perceived social support (Ford & Procidano, 200 l;
Procidano & Heller, 1983). "Perceived caring and connectedness to others is important in
understanding the health of young people today" (Resnick et al., 1997, p.830). This is
often determined by the role the individual plays in the family or social group through
tasks given and accomplished. In :friendship circles it has been shown that "adolescents
who join :friendship groups whose academic achievement is higher than their own tend to
raise their own achievement to match the level of their peers" (NCES, 2002, p.A-6).
Individual
An individual's personal attributes play a significant role as both protective and
vulnerable factors and contributes to personal temperament (Luthar, 1991) in coping with
stress. A person's temperament plays a critical role as a biological protective factor as it
changes continually within an individual's life cycle (Garmezy, 1993). It is a person's
temperament that governs responses to stress. Included in individual personality
protective factors against stress are locus of control, social skills, and ego development
(Luthar, 1991). Werner and Smith (1982) defined this as dispositional attitudes of the
individual. Internal locus of control is determined by an individual possessing strong
belief in personal control over their own environment as opposed to trusting that there
was no personal control over the things that happened to the individual in the external
environment (Werner & Smith, 1982). On the other hand the learned helplessness
paradigm proposes that people become submissive and limited in coping abilities when
they believe they are helpless in influencing what occurs to them (Seligman, 1975),
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signifying an external locus of control. Luthar (1991) found that locus of control was
included "in protective processes for assertiveness in the classroom" (p.610). "When
individuals believe that events and outcomes are controllable, learned helplessness is
avoided, and instead active attempts are made to overcome aversive situations" (Luthar,
1991, p.610).
Using the Nowicki-Strickland Locus of Control Instrument, Werner and Smith
(1982) measured the locus of control of members in the ongoing resiliency study in Kauai
to determine levels of internal and external locus of control. Werner and Smith described
that the high risk youth in the Kauai study who grew into successful adults were observed
to have a powerful protective factor in that they possessed the "faith that life would make
sense, that somehow the odds could be overcome" (Werner & Smith, 2001, p.151).
Among other protective factors, their internal locus of control was strong in determining
their successful transitions from high risk youth to adulthood. These young people
declared a strong belief that through their own actions they could manipulate their destiny
(Werner & Smith, 2001). Researchers have argued that students in urban areas plagued
by high dropout numbers have remained "committed to conventional educational goals
despite the occasional but sometimes major obstacles they encounter" (Braddock et al.,
1991, p.119). Werner and Smith (2001) also found that high risk youth in their study who
became successful adults held religious convictions determinative of their success. In
addition a study of adolescence in the United States, young people perceived the
importance of religion and prayer as protective factors against risky behaviors (Resnick et
al., 1997).
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Finally, Loevinger (1976) suggests that ego development acts both in tandem with
various cognitive and interpersonal development characteristics, but is more important
than those aspects considered separately. Erikson (1968) determined that during
adolescence young people develop a sense of identity. It is during this time, according to
Erikson (1968) that young people form self-images, or an ego identity, and attempt to
integrate those images with how they think other people may seem them. In other words
ego development has been found to indicate a compensatory function in adolescents
(Luthar, 1991) based on what the individual thinks other people may see. Researchers
have used the Ego Identity Scale (EIS) to measure the achievement of ego identity
(Buckner, 2000; Tan, Kendis, Fine, & Porac, 1977). Ego identity is allows the individual
to establish self-worth within their environment. In one longitudinal study of adolescence
it was revealed that "self-esteem was inversely related to emotional distress" (Resnick et
al., 1997, p.828). The tasks which are important to the individual successfully
accomplishing a goal are contingent upon self-esteem and efficacy (Rutter, 1987).
Good gauges of students' attitudinal and behavioral connection to traditional
academic standards are educational ambitions, peer status, and academic achievement
(Braddock et al., 1991) "Those measures are based on students' own decisions about
what they will strive for academically, how their previous investments have paid off
socially, and whether they believe continuing to invest in academic pursuits is
worthwhile" (Braddock et al., 1991, p.121). Likewise Bruckner (1995) questioned
whether students who were deemed at-risk in high school continued to experience
difficulty adjusting to life events and responsibilities after high school. Bruckner (1995)
used the interview method to compile members' responses and quotations to open-ended
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questions centering on the recent life events that had occurred in the members' lives.
Personal stories of students of who maintain a committed level of perseverance in spite of
stressful circumstances are filled with inspiration (Braddock et al., 1991).
Alternative Education Programs
For students unable to successfully participate in conventional school settings,
distinctive educational programs were designed to provide an alternative approach to the
traditional educational curriculum. As early as the beginning of the 19th century,
alternative schools were a part of public school systems in the United States (NCES,
2002). These alternative schools were established to provide educational settings for
students who did not reflect the mainstream culture's religious, political, social, or
academic values and did not fit the definition of the regular school student as meeting
success. Historically alternative programs were planned for students who were not
implicitly or explicitly active members in regular public schools and thus departed from
regular public school arenas (Raywid, 1994). The NCES (2002) m&kes a distinction
between alternative programs and schools. An alternative program is considered to be
programs for alternative students that are housed in the regular school building. However,
an alternative school is defined as programs for alternative students located at another
facility apart from the regular school building. According to the NCES (2002), there is no
one single, common definition of alternative schools and programs. As a result a variety
of alternative school programs are established in the United States reflecting diverse
student populations (NCES, 2002).
Currently alternative facilities continue to serve student populations who have
elected to depart from the standard school program and environment. These students
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make an active choice to attend an alternative program. Raywid (1994) defines these
programs as Type I alternatives. Type II alternatives are schools designed for compulsory
student placement. Generally students in these programs find themselves in a last chance
situation to stay in school where the focus is more on behavior modification and less on
instruction and curriculum. Finally Raywid (1994) defines type Ill alternatives where
students are referred for remediation or rehabilitation. The difference between choice,
placement and referral types of alternatives is minimal compared to the similar types of
students served in alternative schools. All three types of schools are designed to serve
students who may or may not come from high-risk environments but have found
themselves at-risk for academic failure (Raywid, 1994).
CrossRoads Alternative &Jucation Program

The CrossRoads alternative education program was established to provide an
alternative placement for students out of the regular school setting. In Georgia, the
CrossRoads alternative education program offers school systems the flexibility of placing
or referring students to the programs. CroossRoads programs in Georgia can be either or
both type Il and ill alternatives. In 1994 the Georgia General Assembly established funds
to school systems to provide educational facilities for students who were identified as
disruptive, committed to a Department of Children and Youth Services facility, and/or
students in grades 6-12 who chose to not attend school (Georgia State Department of
Education, 2000). In addition to this purpose the establishment of CrossRoads programs
in Georgia was "to make public schools safer and more secure by removing chronically
disruptive students in grades 6-12 from the public school classroom" (Georgia
Department of Education, p. I). Though each CrossRoads alternative program is arranged
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to meet the needs of its student populations, the expectation for students to improve in
academic, conduct/behavior, and attendance as prerequisites for transitioning out of the
alternative program are basic for all programs (Georgia Department of Education, 2002).
Students remain in these settings for a period of time during the school year, generally for
one semester, and are evaluated by a team of educators at the alternative program to show
improvement in the areas of academics, conduct/behavior, and attendance. In short, the
educational team at the alternative school is responsible for reviewing students' improved
performance based on the fundamental goals of the program and then allowing the
student to transition out of the program. This sets a foundation for developing students
into positive individuals capable of meeting the basic requirements of school. "The
positive youth-development approach is largely based on theories of resiliency and
provides principles and a philosophy for program development" (Collins, 2001, p.283).
Despite the fact that the CrossRoads alternative education program is not based on a
resiliency model, it does provide for positive youth development through its basic student
expectations.
Summary
Many students in CrossRoads alternative programs are from low-income families
(Georgia Department of Education, 2002), which is one indicator of being high-risk. A
high-risk factor is one that exists through no fault of the individual (Werner & Smith,
1992). Examples include being born in poverty or having parents who are alcoholics. In
addition to possibly possessing high-risk characteristics, students placed or referred to a
CrossRoads alternative program are identified as being disruptive to the educational
environment, aggressive, and/or rebellious (Georgia Department of Education, 2002).
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These factors place students at-risk for failure because their acting-out behaviors impede
their learning in the school environment. Though there are a few students who do not
come from high-risk situations, all students assigned to a CrossRoads alternative
placement are identified as at-risk. But for the student who comes to school from a high
risk environment (low-income communities) and exhibits at-risk behaviors
(aggressiveness, rebelliousness, or defiance), an alternative education placement often
becomes a reality. Yet in the face of these odds approximately 70% (Georgia Department
of Education, 2000) will realize success in the program, and 60% (Georgia Department of
Education, 2000) will eventually graduate or complete a GED program.
The forerunners of resiliency theory, among them Werner and Smith ( 1982,
1992, 200 I), Gannezy ( 1993 ), and Rutter ( 1987), questioned why certain individuals not
only survive a myriad of challenging obstacles in their lives but still continue to push
ahead towards new goals. Considering the compelling literature describing the possibility
of success for these students, it is important that educators know how high-risk and at
risk students react to adversity and manage to realize goal attainment in spite of the odds
they face. The interest in this concept has helped to create a framework for evaluating
alternative education programs because of the high-risk and at-risk student populations
assigned to those facilities. It is valuable that educators are aware of how risk and
protective factors, separately and together, influence student behavior, as well as how
these factors impact student academic achievement.

CHAPTER III
METHODOLOGY
Overview
The current descriptive study was initiated to detennine the impact of recent life
experiences of male students who were assigned to a selected CrossRoads high school
alternative education program. Over a span of six years the researcher, who had been the
members' former teacher, noticed through direct observation and conversations that of
the males who successfully completed the selected CrossRoads high school alternative
program, two groups seemed to form when the students transitioned out of the program.
One group of the successful at-risk CrossRoads students seemed to continue to realize
success by either graduating high school, completing a GED program, being gainfully
employed, joining the military, or experiencing a combination of several of these
possibilities. It seemed that this group also managed to maintain more legal and social
accord than their peers who were also at the alternative program. This descriptive study
referred to them as "formerly at-risk students." On the other hand it seemed that a portion
of the successful at-risk CrossRoads students continue to be negatively impacted by their
environment. Trouble with the law appeared to be commonplace in lives of the
"continued at-risk students." Did two groups emerge from the male students who
successfully completed the selected CrossRoads high school alternative education
program? If so, why did it seem that two polarized groups emerge considering, in the face
of terrific odds, they all exhibited resilient characteristics in the recent past by employing
protective factors and successfully completing the selected CrossRoads high school
alternative education program? When resiliency researchers attempt ''to identify that
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factors are generally protective from a population prevention standpoint, (it is necessary)
to compare at-risk groups with groups that are not at risk in any way for the particular
negative outcome under study" (Worrel, 1997, p.12). Werner and Smith (1992) contend
that there are too few investigations following children and youth into adulthood that
analyze the enduring results of risk and protective factors that operate in the individual's
rearing.
Research Design
This descriptive study examined a group of males who successfully completed a
selected CrossRoads high school alternative education program in a southeastern state.
The framework for this descriptive study encompassed three objectives. First the
descriptive study attempted to define at least two different groups of students within the
male student population that successfully completed the selected CrossRoads high school
alternative program. Next, the descriptive study examined the differences between these
groups in the event that a designation can be made denoting the following: "formerly at
risk students" - those who continue to steer successful paths since completing the
program, and "continued at-risk students" - those who have succumbed to adversity since
completing the program. Finally the descriptive study examined the impact of protective
and risk factors in the lives of these successful male completers. The members were
compared on their current perceptions of risk and protective factors.
Members
Using archival records the number of students assigned to this selected CrossRoads
high school alternative program between the years 1995 and 2000 was determined. Of
that total number of students assigned it was hypothesized that the majority were males.
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At 37% of the enrolled student body in this southeastern state's CrossRoads programs
between the years 1995 and 2000, Black males were represented more that any other
group of students (Georgia Department of Education, 2000). Though obtaining archival
records from the selected CrossRoads high school alternative education program showed
discontinuous data, student enrollment data from at least five complete semesters at the
selected CrossRoads high school alternative education program was used to provide
demographic information for the descriptive study. Using discontinuous data, the
following student semester enrollment data from the selected CrossRoads high school
alternative education program was analyzed: March 1995 -June 1995, August 1995January 1996, January 1996-June 1996, August 2000 - December 2000, and January
2001-May 2001. Additionally, members for the descriptive study were selected from
successful male completers who were by and large enro11ed in the selected CrossRoads
high school alternative education program during the following 13 semesters: March
1995 -June 1995, August 1995-January 1996, January 1996- June 1996, August 1996
-January 1997, January 1997 -June 1997, August 1997 -December 1997, January 1998
-June 1998, August 1998 -December 1998, January 1999-May 1999, August 1999December 1999, January 2000-May 2000, August 2000-December 2000, and January
2001-May 2001.
For this descriptive study the sample size consisted of approximately 14 male
members who successfully completed the selected CrossRoads high school alternative
program in a metropolitan area in the Southeast between the years 1995 and 2000.
Participation in responding to the questionnaires and interviews was anonymous and
voluntary.
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Method
This descriptive study was guided by five research questions. First, do two groups
- one being "formerly at-risk" and the other "continued at-risk", exist within the male
population that successfully completed the selected CrossRoads high school alternative
program? Second, do male students who have successfully completed the selected
CrossRoads high school alternative education program differ in their perceptions of
protective factors - intrinsic, i.e. internal locus of control, and extrinsic, i.e. strong family
and friends bonds, as sources of support? Third, do members of the successful male
completer population differ in their perceptions of the impact of stressful events on their
lives? A fourth question was, is there a relationship between a student's self-esteem and
his perceptions. of protective factors and stress? Data was collected for these research
questions using a quantitative method to measure members' locus of control, perceived
impact of stress on their lives, and ego identity. A final question was posed: do members
differ in their perceptions of the impact of protective factors on their lives? A qualitative
structured interview method was used to collect and assess the members' responses to
this research question and to extend inquiry ranges of data collected using quantitative
measures.
Instrumentation
Members completed five questionnaires, supplied demographic information and
participated on a voluntary basis in a structured interview. The following instruments
were included:
1. Nowicki-Strickland Locus of Control (N-SLCS) - locus of control
2. Perceived Social Support - Friend Scale (PSS-Fr) - social support (friends)
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3. Perceived Social Support-Family Scale (PSS-Fa) - social support (family)
4. Life Experiences Survey (LES) - stress
5. Ego Identity Scale (EIS) - self-esteem
6. Protective Factors Structured Interview Questions (PFSIQ) - protective
factors as influencers on behavior
7. Former CrossRoads Student Demographic Cover Sheet
Nowicki-Strickland Locus of Control Scale. The Nowicki-Strickland Locus of
Control (N-SLCS) (Nowicki & Strickland, 1973) instrument has been used

comprehensively by resiliency research (Luthar, 1991; Werner & Smith, 1982, 1992,
2001) to determine "whether or not an (individual) ·believes that reinforcement comes to
him or her by chance or fate (external locus of control) or because of his or her own
behavior (internal locus of control)" (Corcoran & Fischer, 1987, p.402). Persons with a
high internal locus of control will often view themselves as having more control over the
events in their lives. The 40-item instrument offers two choices between yes and no in
response to statements. A "yes" response for numbers 1, 3, 5, 7, 8, 10-12, 14, 16-19, 21,
23, 24, 27, 31, 33, 35-39, and "no" for the remainder produced "correct" scores. Scoring
of the N-SLCS is accomplished by adding all the "correct" responses. The higher the
score the more external locus of control the participant is deemed to possess. Mean and
standard deviation for males in the twelfth grade were 11.38 (SD= 4.74) (Nowicki &
Strickland, 1973). Fair internal consistency of split-half reliability coefficients were
reported for grades 3 - 5 to be .32, for grades 6 - 8 to be .74, for grades 9 - 11 to be .74,
and for grade 12 to be .81 (Cocoran & Fischer, 1987). "(T)he item-total relationships are
moderate but consistent for all ages" (Nowicki & Strickland, 1973, p.151). Test-retest
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reliabilities were as high as .71 (Nowicki & Strickland, 1973, p.151). Fair concurrent
validity was reported showing significant correlation with three other measures oflocus
ofcontrol (Fischer & Cocoran, 1987): the Intellectual Achievement Responsibility scale,
the Bialer-Cromwell score, and the Rotter adult scale (Nowicki & Strickland, 1973). The
scale "has been revised and adopted for use with college and adult subjects by changing
'kids' to 'people' and deleting items about parents" (Nowicki & Strickland, 1973, p.153).
In the descriptive study the word "kids" was changed to "people' when using this
instrument. The N-SLCS was used to collect data on members' levels oflocus ofcontrol
as an intrinsic protective factor.
Perceived Social Support - Friend Scale (PSS-Fr) and the Perceived Social
Support - Family Scale (PSS-Fa.) The members' perceptions ofsocial support were

measured by two instruments: the Perceived Social Support -Friend Scale (PSS-Fr) and
the Perceived Social Support - Family Scale (PSS-Fa). Both scales are "designed to
measure the degree to which one perceives his/her needs for support as fulfilled by
friends and family" (Fischer & Cocoran, 1987, p. 421). Supported by factor analysis, the
instruments each measure a single domain, and is based on the philosophy that social
support differs between friends and family insofar as the friends' network is
"comparatively less long-term than the family network" (Fischer & Cocoran, 1987,
p.421). Constructing and maintaining both a friends' network and family network
requires social competence. However, more social competence is necessary to construct
and maintain a friends' network than a family network "because people assume the
family network is their birthright" (Fischer & Cocoran, 1987, p.421).
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PSS-Fr. The length of time in being in a social network and the extent of
reciprocity in those bonds predict scores on the PSS-Fr (Fischer & Cocoran, 1987). In
other words, scores on the PSS-Fr are based by how long a respondent is involved in a
social network and the degree of stability of those relationships in the network. Scoring
the instrument is accomplished by "yes", "no", and "don't know", with a zero score for
"don't know" (Fischer & Cocoran, 1987). The PSS-Fr instrument consists of20 items.
Items 2, 6, 7, 15, 18, and 20 on the PSS-Fr are scored+l for a "no" answer, while the
remaining "yes" items are scored+1 each (Fischer & Cocoran, 1987). Reported mean
and standard deviation for the PSS-Fr were 15.15 (SD= 5.08) (Fischer & Cocoran,
1987). The total item scores range from O to 20 on the PSS-Fr. The higher the scores the
more perceived social support. Alphas for the PSS-Fr ranged from .84 to .90 and the
instrument has good internal consistency (Fischer & Cocoran, 1987).
PSS-Fa. Intangible and tangible support generated from family members predict
scores on the PSS-Fa (Fischer & Cocoran, 1987). In other words, scores on the PSS-Fa
are based on a respondent's perception of both the definite support as well as the less
obvious support of family members. Like the PSS-Fr, the PSS-Fr consists of 20 items.
On the PSS-Fa a "no" response on items 3, 4, 16, 19 and 20 generated a+1 score for each
item, and for all other items a "yes" response generated a +1 score (Fischer & Cocoran,
1987). Likewise the total item scores range from O to 20 for the PSS-Fa and the higher
the score the more perceived social support. The mean and standard deviation for the
PSS-Fa were 13.40 (SD = 4.83) (Fischer & Cocoran, 1987). The alpha range for the PSS
Fa was .88 to . 91 suggesting good internal consistency (Fischer & Cocoran, 1987).
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Both the PSS-Fr and PSS-Fa, were reported to have good concurrent validity, and
scores correlated with psychological distress and social competence (Fischer & Cocoran,
1987). The PSS-Fr and PSS-Fa were used to collect data on the members' perceived
impact of social support as an extrinsic protective factor.
Life Experiences Survey. Perceived stress was measured by the Life Experiences
Survey (Sarason et al., 1978). This 57-item self-report Likert fonnat instrument is

intended for respondents to rate both the impact and desirability of stressful events they
experienced during the recent past. When the respondent chooses a statement as an event
in their life, the respondent then chooses a time frame of when the event took place. The
time frame gives two choices being zero - six months or seven months - one year. After
the time frame in which the event took place is chosen, the respondent then chooses from
a Likert scale the perceived impact that the event had on their life. A seven-point scale is
used to rate members' responses ranging from extremely negative at -3, to no impact at 0,
to extremely positive at +3. Scores obtained from this instrument produces both negative
change and positive change results. For every event a respondent selects, one life change
unit is coded. Positive scores are summed to provide positive life change scores.
Increases in positive scores indicate positive change, while an increase in negative scores
indicate negative change, since negative scores reflect the impact of those events
experienced as negative. In other words, a negative events score are the sum of the
impact ratings for all items perceived as "bad" by the respondent, while positive events
score is the sum of the impact ratings for all items perceived as "good" by the respondent.
Positive and negative scores may be summed separately or together by using positive and
negative scores obtained. The total is summed to determine a total score of recent life
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events and reflects the sum of the impact ratings for both "bad" and "good" events
perceived by the respondent. For the descriptive study, positive and negative scores were
summed together on the same scale using positive and negative numbers. The mean and
standard deviation for males was 15.97 (SD= 11.08) (Sarason et al., 1978).
The first section of the instrument is designed to be used by every one of the
respondents, and includes 13 blank spaces for respondents to specify additional events
that they may experienced. These blank spaces are intended for the respondent to include
events, which may have impacted their life within a zero - six month or seven month one year range, but were not included in the Life Experiences Survey. For the descriptive
study additional life events written in by respondents were checked to determine whether
or not the reported event by the respondent does not already exist on the list of items 157. If it was found that a respondent reported an item, the item was moved to the existing
item and scored there. By doing this the possibility of double scoring the same event was
lessened.
The second section of the Life Experiences Survey "is designed primarily for use
with students, but they can be adapted for other populations" (Sarason et al., 1978,
p.934). The descriptive study used the first section only. The second section primarily for
student populations was not included because the respondents are not presently students.
The Life Experiences Survey was used to collect data on members' perceptions of stress
as impacting their lives.
Ego Identity Scale - EIS. How one accepts himself is the focus of identifying
one's ego and gives an awareness of direction and is the intent of the Ego Identity Scale EIS (Tan et al., 1977). The authors contend this instrument forms a distinction between
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ego identity and identity diffusion. In other words, a difference between the awareness of
direction and "doubts about one's self, lack of sense of continuity over time, and inability
to make decisions and commitments" (Corcoran & Fischer, 1987, p.150) is generated by
the EIS. The EIS measures the degree to which a respondent identifies with crisis or the
resolution of the crisis and the formation of a committed identity. This instrument is a 12item forced response instrument that includes twelve pairs of statements. Items 1a, 2b,
3b, 4a, 5b, 6b, 7b, 8a, 9b, I Ob, I la, and 12a are ego identity statements. For each
statement ego identity statement circled a score of one was assigned. All ego identity
statements were summed for a total score. The higher the score the more self-esteem is
perceived. Construct validity was reported, as well as fair internal consistency at .68 - a
split-half reliability (Corcoran & Fischer, 1987). This instrument was used to collect data
on members' ego perceptions in relation to self-esteem and perceived protective factors
and stress.
Protective Factors Structured Interview Questions (PFSIQ). Considering the

relationships among individual, peer and family factors, resiliency theory proposes "that
the joint occurrence of risk and protective factors may increase or reduce the risk to a
greater degree than either factor operating alone" (Blum et al., 2000, p.23). Therefore the
descriptive study utilized a structured interview method applying structured interview
questions to describe how and why the members perceive the influence of protective
factors on their lives. The interview method allowed the researcher the opportunity to
collect information that was more sensitive to the respondent where the respondent may
have been hesitant to provide as a written record. This method was used to understand
how and why the role of protective factors influence members' behavior, in light of the
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members' shared experiences of being able to overcome adversity as shown by
successfully completing the selected CrossRoads high school alternative education
program. The option of participating in the structured interview analysis was offered.
Four domains guided the structured interview process. The researcher conducted a
structured interview based on the following: school experiences, family, social
relationships, and goals/challenges.
School experiences have lasting effects on students (Werner & Smith, 1982, 1992,
2001). As early as in the first year of school, research results indicate that a kindergarten
teacher's perception of dependency directly relates to male students' academic outcomes
more so at the elementary level as middle school (Hamre & Pianta, 2001). Extending
beyond that first year of school, early perceptions in this study originated from an
oppositional situation in the kindergarten classroom and continued through to higher
grades. Students' perceptions of school greatly affect their chances for realizing success
(Noguera, 2002; Ruck & Wortley, 2002). School is one of two critical contexts that
influence adolescent behavior (Resnick et al., 1997). The School Experiences cluster
established a contextual basis for determining a connection between members and shared
adversity. The School Experiences structured interview questions included 15 questions.
The influence of family on adolescent behavior is the other critical context when
studying the degree of a person's resiliency (Garmezy, 1993; Resnick et al., 1997;
Werner & Smith, 1982, 1992, 2001). Close relationships between adolescents and their
parents, as well as parents' high expectations, have been identified as directly related to
the resilient characteristics possessed by the adolescent (Nettles et al., 2000). The
influence of family relationships affect the degree to which a student is motivated
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academically (Newman et al., 2002). In addition, the degree to which other members of
the family provide emotional support to the high risk person indicates a significant
variable when considering protective factors with the family unit (Werner & Smith,
2001). The Family structured interview questions included 10 questions.
Social Relationships, in its cyclical nature, is a powerful influence on the lives of
young people (Blum et al., 2000; Werner & Smith, 1982, 1992, 2001). In the Kauai
study, friends were identified as one of the most important aspect of the adult members'
network (Werner & Smith, 1992) and later on in life friends became important role
models sharing deeply held beliefs (Werner & Smith, 2001). Outside the family and
school, friendship networks offer additional support to the individual. The Social
Relationships structured interview questions included seven questions. The Family and
Social Relationship clusters established a contextual basis for determining perceived
external support factors and included six questions.
Looking toward the future, or being planful, is a characteristic common to
resilient individuals (Garmezy, 1993; Werner & Smith, 1982, 1992, 2001). Planning
goals and facing challenges when realizing those goals are the strengths of resilient
individuals. It is in the face overcoming adversity that resilient qualities are honed. The
Goals and Challenges cluster established a contextual basis for determining internal
perceptions of protective and risk factors. The Goals/Challenges structured interview
questions included 16 questions.
All structured interview questions were constructed as open-ended questions and
were formulated by the researcher. Open-ended questions were used to identify other
issues not covered by the quantitative data collection methods, as well as to allow
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members the opportunity to expand on their responses to the questions presented by the
quantitative instruments. Questions were clarified using conversational English when
respondents indicated they did not understand the question as read by the researcher.
When necessary, respondents were asked to clarify vague or ambiguous responses in
order for the researcher to obtain more specific answers. Otherwise there was no
deviation from the interview questions by the researcher.
A pattern-matching strategy was used to determine internal validity. "If patterns
coincide the results can help a case study strengthen internal validity" (Yin, 1987, p.120).
Embedded units were analyzed due to members being a part of the qualitative data
collection. Embedded units "may have been a set of responses to a survey - if a
survey... was conducted as part of a single-case study" (Yin, 1987, p.119). The unit of
analysis considering how and why "formerly at-risk students and "continued at-risk"
students perceive the influence of protective factors on their lives was the major interest
of the descriptive study, and therefore was embedded within the descriptive study.
A panel of experts was consulted to validate the structured interview questions
using the following criteria:
a. Content - does the instrument evaluate the members' perceptions of family and
school backgrounds, goals, and experiences?
b. Construct - does the instrument measure perceptions of goals and challenges
relative to protective factors?
The analysis within each case was conducted first by the researcher and then by
two experts. The results were recorded at the single-case level for each question, then
cross examined for similar and divergent responses. The experts' analyses and
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researcher's analyses were compared to reduce perception influences, and determined
reliability. Choices were made between treating each single-case as one factor in the
pattern-matching analysis or not. Patterns were then compared within question domains.
Conclusions were drawn and interpreted for the descriptive study. Results were reported
and compared to previous resiliency research.
Descriptive study cover sheet. Last of all sections in the packet, members

completed a demographic cover sheet consisting of IO questions. The cover sheet asked
members to provide the following information: gender, age, level of education
completed, year/semester successfully completed in the selected CrossRoads high school
alternative education program, employment status, military status, ethnicity, and whether
the respondent has had legal infractions which resulted in incarceration or rehabilitation
since successfully completing the selected CrossRoads high school alternative education
program. The data collected on incidents with the law asked the members to respond to
whether they have been incarcerated or required to commit to rehabilitation services by
the state since successfully completing the selected CrossRoads high school alternative
education program. This data was used to identify possible sub-groups forming a
continuum from "formerly at-risk" to "continued at-risk" students within the sample.
Procedures
To collect and analyze the data, quantitative survey and qualitative interview
methods were used. Five questionnaires were used to collect the quantitative data. The
questionnaire documents were distributed to 14 male students who successfully
completed a selected CrossRoads high school alternative education program. Anonymity
of members was assured.
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The researcher requested permission from the administrator of the alternative school
to review archival data to identify members for the sample. For the descriptive study, the
researcher used telephone and address information, state inmate and rehabilitation
website records, and word-of-mouth resources to locate members. A strong network of
family and friends existed within the communities where most of these students reside or
have resided, and in which most of these program completers have associations. Word
of-mouth through members of the network was solicited to contact those male completers
who are in legal or social confinement. This network and the state inmate website were
utilized as sources. Attempts were made to contact as many of these male students to
participate in the descriptive study. The male completers were contacted first by phone,
second by postal mail, then if unsuccessful local residents were asked for additional
contact information. The state inmate database website was searched for contact
information for male completers as well as for contact information for male completers
who may be receiving state rehabilitation services.
To conduct data collection, the researcher either met members at an arranged
location, preferably the public library, or mailed instrument packets with a self-addressed
envelope for return to those residing out of state. The researcher attempted to contact
former students who were incarcerated or receiving state rehabilitation services, during
the time of the study, by mail requesting their participation in the descriptive study. Upon
positive responses, the researcher mailed surveys to these individuals with a self
addressed stamped envelope for return. Depending on the structured interview
participation parameters, the researcher requested entry to correctional institutions to
conduct the structured interview research.
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Prospective respondents were provided a cover letter explaining the purpose of the
study and what the respondents' participation entailed. Through the cover letter,
respondents were made aware of how the information from the instrument was to be
used. Members were also informed that their responses remained anonymous. The
questionnaire packet could be completed in one hour to one and one-half hours.
Two slightly different procedures were used to collect data from members. First,
members residing out of state received questionnaire packets by postal mail. The postal
questionnaire packets included a cover letter, the questionnaires, a pre-addressed postage
paid return envelope, and a postage-paid card serving three purposes:
1. To provide members the opportunity to request a copy of the survey results.
2. To allow the researcher to determine an approximate number of how many more
packets would need to be sent out to prospective respondents in a second mailing.
3. To provide members the option of taking part in the qualitative study.
The members were asked to mail the postage-paid card separately from the survey in
order to keep their survey responses anonymous.
Second, questionnaires were administered to those in the residing in the metro area at
one time at a central location, preferably the public library. These group questionnaire
packets also included a card for the members to return to the researcher separately from
the questionnaire packet. This card indicated whether the participant wished to take part
in the qualitative study on a voluntary basis by the members' choosing the option to
provide their name and phone number on the card. The interview data sample was
voluntary based on the members' choosing the option to provide their name and phone
number on the questionnaire. Members for the interview were chosen on the basis of their
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willingness to participate as well as their position on the continuum between "formerly
at-risk" and "continued at-risk" condition to demonstrate continuum parameters.
The motivation for the descriptive study was to determine how and why "formerly
at-risk" students and "continued at-risk" students perceived the influence of protective
factors on their lives, and for that reason themes associated with how individuals
perceived and utilized protective factors were embedded within the structured interview
questions. Prior to conducting the structured interview, a panel of five experts was asked
to validate the structured interview questions to achieve construct and content validity.
This panel consisted of veteran educators from elementary, middle, and high school
levels with individual years of experience in education ranging from 9 years to 30 years.
All experts were female. Three experts had experience as school administrators, two at
the elementary level, and the other had both high school and alternative school
experience. One expert was a gifted education teacher at the elementary level, and one
was a special education teacher at the high school level with six years of alternative
middle school experience. Three experts were African-American, one was Hispanic, and
one was White. All experts' responses were reviewed and incorporated in the concluding
structured interview questions.
Additionally, before the qualitative instrument was administered a pilot test was
conducted to determine whether the interview questions were understandable to a similar
population, as well as, to create a general interview guide for time, language, and
clarification considerations. The pilot test was administered individually to three
members at separate times. The pilot test members were all African-American males, and
ranged in ages 19 - 22. All pilot test members were high school graduates from the base

high school. Data gathered from the pilot test was incorporated in the final structured
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interview questions.
Six respondents were chosen to participate in the qualitative study. Those members
were contacted to arrange a convenient time to meet separately with the researcher.
Members indicating their interest to take part in the qualitative study were contacted by
the researcher to set up a time and place to meet, preferably at the public library.
Members were chosen on the basis of their willingness to participate as well as their
position on the continuum between "formerly at-risk" and "continued at-risk" condition
to demonstrate continuum parameters. The researcher provided members information
regarding how the interview information was to be used. Each interview member was
informed that the interview was to be audio taped, notes were to be taken by the
researcher, and that their responses would remain anonymous by the researcher using
names other than members' when reporting results. The interviews were completed in
one hour to one and one-half hours.
Similarly Bruckner (1995) conducted a study of former students using an interview
format to determine the members' recent life experiences. "The researcher, who had been
the students' high school principal and who had served as lead researcher for the initial
year-long qualitative study" (Bruckner, 1995, p.39), focused the study on what happened
to students at-risk later in life. A possible limitation to the current descriptive study in
conducting the structured interviews and follow-up interviews was that respondents may
have modified their behavior because they were aware of being interviewed by the
researcher who was their teacher, a behavior known as the Hawthorne Effect. The
Hawthorne effect occurs when members alter their responses, usually favorably, because

73

of the researcher's influence on the members (Brener, 2002). It can place the external
validity into question "because the findings might not generalize to a situation in which
researchers or others who were involved in the research are not present" (Gall, Borg, &
Gall, 1996, p. 475). To limit for the possibility of the Hawthorne Effect the researcher
conducted follow-up interviews. Follow-up interviews were conducted to provide
confirmation and additional details to the collected data by affording the researcher the
opportunity to investigate and examine responses. The researcher used the initial data as a
reference for follow-up interviews. The follow-up interviews were conducted face-to-face
or by telephone, and were audio taped or recorded as notes by the researcher.
Descriptions, responses, and analyses of each interview are reported.
Data Analysis
Upon identifying two groups of students emerging from the male students who have
successfully completed a selected CrossRoads high school alternative education program
between the years 1995 and 2000, a continuum was designated to include "formerly at
risk" - those who continue to realize success and stay out of trouble with the law, and
"continued at-risk" - those who have succumbed to negative factors within their
environments by being having been incarcerated since transitioning from the alternative
program. Data analysis procedures were decided for each of the following assumptions:
1. A significant difference exists between "formerly at-risk" and "continued at-risk"
male students who have successfully completed the selected CrossRoads high
school alternative education program regarding their perceptions of the role of
intrinsic protective factors as sources of support in their lives.
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Data analysis used an ANOVA to measure differences between the two groups. The
dependent variable was locus of control while independent variables were "formerly at
risk" students and "continued at-risk" students. Significance was set at .05. Results are
reported.
2.

A significant difference exists between "formerly at-risk" and "continued at-risk"
male students who have successfully completed the selected CrossRoads high
school alternative education program regarding their perceptions of the role of
extrinsic protective factors as sources of support in their lives.

Data analysis used an ANOVA to measure differences between the two groups. The
dependent variable was perceptions of social support while the independent variables
were "formerly at-risk" students and "continued at-risk" students. Significance was
be set at .05. Results are reported.
3. A significant difference exists between "formerly at-risk" and "continued at-risk"
male students who have successfully completed the selected CrossRoads high
school alternative education program regarding their perceptions of stressful
events on their lives.
Data analysis used an ANOVA to measure differences between the two groups. The
dependent variable was stress identity while the independent variables were "formerly at
risk" students and "continued at-risk" students. Significance was set at .05. Results are
reported.
4. A significant difference exists between "formerly at-risk" and "continued at-risk"
male students who have successfully completed the selected CrossRoads high
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school alternative education program regarding the relationship between ego
identity and perceptions of protective factors and stress.
Data analysis used a Pearson correlation to measure the relationship between ego identity
and perceptions of intrinsic protective factors, extrinsic protective factors and stress. The
variables were "formerly at-risk" students, "continued at-risk" students, ego identity,
locus of control, extrinsic protective factors - family, extrinsic protective factors friends, and stress. Significance was set at .05. Results are reported.
5. Differences exist between how and why "formerly at-risk" and "continued at
risk" male students who have successfully completed the selected CrossRoads
high school alternative education program perceive the impact of protective
factors on their lives.
Data analysis used an interview method to measure how and why "formerly at-risk
students and "continued at-risk" students perceive the impact of protective factors on
their lives. The unit of analysis encompassed four domains: school experiences, family,
social relationships, and goals and challenges. Time boundaries began in the spring of
2004 and ended the fall of 2004. Data analysis utilized examination and categorization
techniques.
Limitations
A number of caveats need to be noted regarding the present descriptive study. The
most important limitation lies in the fact of a small sample size. Generally the larger the
sample size, the smaller the sampling error. The present descriptive study collected data
from 14 members. Because it was anticipated that a small sample would be obtained, a
mixed method strategy was applied. This mixed method strategy included collecting
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quantitative data from five instruments and qualitative data from a structured interview.
format to obtain the most accurate results of data. Additionally two experts served to
analyze interview responses for consistency. Due the small sample size, the results of the
descriptive study are generalizable to the members only.
Furthermore a limitation of this descriptive study may have been the members'
unwillingness to admit personal failures since completing the selected CrossRoads high
school alternative education program. Being that the researcher knew the members in the
role of their teacher, the members may have responded to questions in a way to please the
researcher rather than expressing their true feelings, known as the Hawthorne Effect. In
addition to this the members may have felt compelled to respond positively to managing
their current situations because of their student-teacher relationship with the researcher.
They may have wished for the researcher to be happy for them, and in doing so respond
better than they would if they did not know the researcher. In other words the features of
self-reporting methods presents the chance of inaccuracy due to less than accurate recall,
lack of information, or discomfort with self-disclosure.
Additionally the members, who were incarcerated at the time of the descriptive
study, or otherwise still experiencing the burden of risk, may have felt embarrassed for
the researcher to have seen them in those circumstances and not respond truthfully to the
questionnaire or interview questions. In tum the researcher may have reacted toward the
members by way of posing questions, directions, or conversations indicative of a nurturer
as opposed to remaining neutral, thus affecting members' responses. However if another
person, a stranger to the members, was used to pose research questions the respondents
may have not felt comfortable enough to fully participate in the descriptive study.
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Summary
In summary, the descriptive study presented five research questions concerning
the behaviors of high-risk and at-risk successful male completers of the selected
CrossRoads high school alternative education program and those influencers on their
behavior. Multiple quantitative instruments were used to limit for the Hawthorne Effect.
Five instruments were used to collect quantitative data. Analysis of variance and Pearson
Correlation were used to analyze quantitative data. A structured interview design was
used to collect qualitative data. An interview method of examination and categorization
was used to analyze qualitative data. All quantitative findings are reported and
generalized to the sample population. Qualitative findings are reported and cross
examined to reveal common themes as well as differences within members' interview
responses.

CHAPTER IV
ANALYSIS OF DATA
This chapter presents the themes and related findings that developed out of
quantitative and qualitative data collections conducted to examine protective factors of
male completers of an alternative education program who were once identified as
chronically disruptive and assigned to a high school class in a select CrossRoads
alternative education facility. Specifically, the descriptive study explored whether
differences existed between the perceptions of those male students who continued to
exhibit resilient behaviors after completing the alternative program from those male
students who did not in the quality dynamics of 1) locus of control, 2) self-esteem, 3)
social protective factors, and 4) stress management.
Table 1 represents participation in the descriptive study. In all, 13 members
participated in a quantitative examination, five of those members participated in a
qualitative in-depth interview, while one member participated in the qualitative in-depth
interview only. All 14 members voluntarily participated in the study.
Table 1
Participation by Data Collection Method
DATA COLLECTION METHOD
n

Quantitative

13

Quantitative and Qualitative

5

Qualitative only

1

Total

14
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Participants and Setting
In order to achieve the best results of the descriptive study, the researcher used
telephone and address information, state inmate and rehabilitation website records, and
word-of-mouth resources to locate members who met the criteria of male completer time
frame. Because a strong network of family and friends existed within the communities
where most of these former students resided, and in which most of these program
completers had associations, word-of-mouth connections through members of the
network were solicited to contact those male completers who resided within the
community, and/or were in legal or social confinement. This network and the state inmate
website were utilized as sources. Ultimately attempts were made to contact all male
completers using last known addresses, family and friend networks, and the state inmate
database. As members from the group were contacted, they would in turn provide contact
information of other members who could participate in the descriptive study. From 14 of
identified completers of the select CrossRoads high school alternative education program,
all were contacted, two of which were incarcerated. All members were eager to share
their views and provide information for the descriptive study.
Accessibility to members varied. In collecting quantitative data, the researcher
either hand delivered surveys to members at an arranged location such as the public
library or the participant's place of work. An instrument packet with a self-addressed
envelope for return was mailed to those unable to meet within the city limits, one as far
away as Naples, Italy. All of the five mailed instruments were completed and returned to
the researcher, only one of the hand delivered surveys was not returned. Using these
methods, 14 members participated in the data collection. Of these members, five
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participated in both the quantitative and qualitative data collection with one member
traveling from North Carolina and the other from Italy. Six members participated in the
quantitative data collection only. One member, reportedly fleeing the authorities, was
able to provide time for the qualitative data collection only.
The researcher contacted via mail two former students who were incarcerated at
the time of the study, by mail requesting their participation in the descriptive study. The
researcher mailed surveys to these individuals with a self-addressed stamped envelope for
return. Both survey packets were completed, returned and indicated permission to be
interviewed for the qualitative study. The researcher mailed a letter with a return stamped
postcard to two wardens requesting entry into the corresponding penal facilities to
conduct interviews with inmates identified to participate in the qualitative data collection.
One warden denied the request, while the other request was not returned. No interviews
were conducted for members who were incarcerated at the time of the study.
All interviews took place in the researcher's office. A tape recorder was used and
handwritten ancillary notes were taken to record each interview. All members were given
instructions as to how the questions would be posed, as well as the opportunity to stop the
interview at anytime. No interviews were ended prematurely. All members provided
responses to all interview questions and seemed willing to share their views and provide
information.
Participant Demographics
Members participating in the quantitative data collection completed a
demographic data page. All members in the quantitative data collection (n = 13)
responded to every demographic question. In terms of demographic data, analysis
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showed an age range ofmembers between the ages of20 and 25. Members between 20
and 22 years ofage comprised 76.9% (n = 10) while 23.1% ofmembers were between 23
and 25 (n = 3) years ofage.
Table 2
Participation by Age

AGE
n

%

Between 20 - 22

10

76.9

Between 23 - 25

3

23.1

Total

13

100.0

Members' responses varied when reporting the last semester or year successfully
transitioning out ofthe CrossRoads program. One participant reported completing the
program in 1995, one completed the program in 1996, one completed the program in
1998, four completed the program in 1999, while six completed the program in 2000.
Table 3
Participation by Semester or Program Completion

SEMESTER COMPLETION
n

%

1995

1

7.7

1996

1

7.7

1998

1

7.7

1999

4

30.8

2000

6

46.2

Total

13

100.0
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Members' reported level of education completed showed that 46.2% of the
members held a GED (n = 6), 38.5% had high school diplomas (n = 5), and 15.4%
reported a completed educational level "other" (n = 2).
Table 4
Participation by Highest Education Level Completed

COMPLETED EDUCATION
n

%

GED

6

46.2

High School Diploma

5

38.5

Other

2

15.4

Total

13

100.0

The majority of members (84.6%) did not serve in the military. Eleven members
reported military status as not applicable, one member reported being active in the
military, and one was presently serving in military reserve.
Table 5
Participation by Military Status

MILITARY STATUS
n

%

Active

1

7.7

Reserve

1

7.7

Not applicable

11

84.6

Total

13

100.0

The ethnic composition of the members was representative of the composition of
students assigned to the CrossRoads alternative education across the state, with African-
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American males representing larger percentages than other ethnic groups (Georgia
Department of Education, 2000). Black/African-American members comprised the
largest percentage of members at 69.2% (n = 9), while those reporting to be Hispanic
constituted 15.4% (n = 2) and White 15.4% (n = 2).
Table 6
Participation by Race/ethnicity
RACE/ETHNICITY
n

%

Black/African-American

9

69.2

Hispanic

2

15.4

White

2

15.4

Total

13

100.0

Members reporting to be full time employed was 38.5% (n = 5) mirrored by those
reporting to be unemployed also 38.5% (n = 5). Two (15.4%) reported themselves a
student and one (7.7%) reported to be part-time employed.
Table 7
Participation by Employment
EMPLOYMENT
%

Full-time

n

5

38.5

Unemployed

5

38.5

Student

2

15.4

Part-time

1

7.7

13

100.0

Total

84

Preliminary Analyses
The descriptive study applied a quantitative method of data collection using the
following five instruments:
1. Nowicki-Strickland Locus of Control (N-SLCSJ - locus of control
2. Perceived Social Support- Friend Scale (PSS-Fr)- social support (friends)
3. Perceived Social Support-Family Scale (PSS-Fa) - social support (family)
4. Life Experiences Survey (LES)- stress
5. Ego Identity Scale (EIS) - self-esteem
Additionally, the study applied a qualitative method of data collection using open-ended,
in-depth interviews with individual members. The Protective Factors Structured
Interview Questions (PFSIQ) was developed to determine the extent of protective factors

as influencers on behavior, and was pilot tested for general interview guides with young
men between the ages of 19 and 22. From the pilot test, questions four and five in the
Social Relationships were perceived as repetitive of questions one and two in the same
section. Therefore, questions four and five were removed from the structured interview.
The quantitative method of data collection, pilot test interviews, and the qualitative data
collection were all conducted in the fall of 2004.
The existence of two groups - one being "formerly at-risk" and the other
"continued at-risk" within the male population that successfully completed the selected
CrossRoads high school alternative program was determined by responses to the question
"Since completing the CrossRoads program I have had trouble with the law?". A

"continued at-risk" group emerged at 61.5% reporting to have had trouble with the law
since completing the selected CrossRoads alternative education program (n = 8). At the
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same time 38.5% of members reported not having had trouble with the law since
completing the selected CrossRoads alternative education program establishing the
"formerly at-risk" group (n = 5).
Table 8
Participation by Risk Status
RISKSTATIJS
n

%

Continued at-risk

9

69.2

Formerly at-risk

4

30.8

13

100.0

Total

Quantitative Data Analysis
Locus of Control
An ANOVA was conducted to evaluate the difference between "formerly at-risk"
and "continued at-risk" male students who had successfully completed the selected
CrossRoads high school alternative education program regarding their perceptions of the
role of intrinsic protective factors as sources of support in their lives. The dependent
variable was locus of control while independent variables were the designation of
"formerly at-risk" students and "continued at-risk" students. Significance was set at .05.
There were no statistically significant differences found between the formerly at-risk and
continued at-risk male students F (1, 11) = 1.104, p = .316. N-LSCS scores showed a
mean score of 10.77 (SD= 4.065) and is reported in Table 9. Higher scores indicated an
internal locus of control.
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Table 9
Univariate Analysis of Variance - Locus of Control
Group

Mean

Standard Deviation

n

Continued at-risk

11.56

4.28

9

Formerly at-risk

9.00

3.37

4

10.77

4.07

13

TOTAL

Perceived Social Support - Family
An ANOV A was conducted to evaluate the difference between "formerly at-risk"
and "continued at-risk" male students who had successfully completed the selected
CrossRoads high school alternative education program regarding their perceptions of the
role of extrinsic protective factors, particularly family, as sources of support in their lives.
The dependent variable was perceptions of social support - family, while the independent
variables were "formerly at-risk" students and "continued at-risk" students. Significance
was set at .05. There were no statistically significant differences found between formerly
at-risk and continued at-risk male students F(l, 11) = 2.961,p = .113. PSS-Fa scores
showed a mean of 12.92 (SD= 6.664) and is reported in Table 10. Higher scores
indicated perceived social support from family.
Table 10
Univariate Analysis of Variance - Perceived Social Support - Family
Group

Mean

Standard Deviation

n

Continued at-risk

14.89

5.60

9

Formerly at-risk

8.50

7.51

4

12.92

6.66

13

TOTAL

87

Perceived Social Support - Friends
An ANOVA was conducted to evaluate the difference between "formerly at-risk"
and "continued at-risk" male students who had successfully completed the selected
CrossRoads high school alternative education program regarding their perceptions of the
role of extrinsic protective factors, particularly friends, as sources of support in their
lives. The dependent variable was perceptions of social support - friends, while the
independent variables were "formerly at-risk" students and "continued at-risk" students.
Significance was set at .05. There were no statistically significant differences found
between formerly at-risk and continued at-risk male students F (1, 11) = .684, p = .426.
PSS-Fr scores showed a mean score of 15.46 (SD = 4.909) and is reported in Table 11.
Higher scores indicated perceived social support from friends.
Table 11
Univariate Analysis of Variance -Perceived Social Support - Friends
Group

Mean

Standard Deviation

n

Continued at-risk

16.22

4.47

9

Formerly at-risk

13.75

6.13

4

TOTAL

15.46

4.91

13

Stress
An ANOVA was conducted to evaluate the difference between "formerly at-risk"
and "continued at-risk" male students who have successfully completed the selected
CrossRoads high school alternative education program regarding their perceptions of the
stressful events on their lives. The dependent variable was stress while the independent
variables were "formerly at-risk" students and "continued at-risk" students. Significance
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was set at .05. There were no significant differences found between formerly at-risk and
continued at-risk male students F (1, 11) = .031, p = .864. LES scores showed a mean
score of12.08 (SD= 5.560) and is reported in Table 12. Higher scores indicated an
impact ofrecent events on the participant's life.
Table 12
Univariate Analysis of Variance -Stress
Mean

Group

Standard Deviation

n

Continued at-risk

11.89

5.79

9

Formerly·at-risk

12.50

5.80

4

TOTAL

12.08

5.56

13

Ego Identity Relationship
EIS scores ranged from 1 -12 with a mean score of7.69 (SD= 1.88). Higher
scores indicated ego identity. Scores obtained from the EIS revealed that a majority ofthe
members 92.3% (n = 12) viewed themselves as unique beings with important
interpersonal relationships, referred to as ego identity. Conversely, identity diffusion, or
the lack ofself-confidence manifesting itselfin trouble with verbal expression, was
reported at 7.7% (n = 1).
A Pearson Correlation was conducted to measure the relationship between ego
identity and perceptions ofintrinsic protective factors, extrinsic protective factors and
stress for "continued at-risk" and "formerly at-risk" groups. The variables were "formerly
at-risk" students, "continued at-risk" students, ego identity, locus ofcontrol, extrinsic
protective factors - family, extrinsic protective factors - friends, and stress. Significance
was set at .05. For the most part, the associations between ego identity, locus ofcontrol,
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perceived social support - friends, perceived social support - family, and stress were
weak. However there was a moderate effect of perceived social support - friends on locus
of control, r = -.554, n = 13, p = .05, two tailed, indicating that as the perception of social
support from friends increases so does a shift towards an internal level of locus of
control.
Qualitative Data Analysis
For qualitative data collection for the descriptive study, six members were
interviewed. Five of the members were African-American, and one member was
Hispanic. Two of the respondents belonged to the "formerly at-risk" group and the
remaining four belonged to the "continued at-risk" group". All interviews were
conducted continuously from start to finish, meaning there were no requests by members
to stop the interviews. Members responded to a total of 48 open-ended questions, and all
responses were audio taped. The following patterns and divergent responses are reported
for each structured interview question domain.
School Experiences
Question: My earliest experience in school was ...
Members varied on their responses to remembering their earliest school
experiences, but indicated positive recollections of school for the most part. One
"formerly at-risk" respondent's recount described the support of his grandmother on his
way to school, and that this show of support continued throughout his school years and
continued today. A "continued at-risk" respondent described his kindergarten teacher and
how good she made him feel, "She paid more attention to me than anyone else." The one
Hispanic respondent who was "continued at-risk", described memories of what he called
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racism. "My parents would get in fights with other parents, this was not at school, but
that is what I remember about elementary school." On the other hand only one
respondent, who was "continued at-risk", believed the earliest recollection of school
began his understanding of why he came to be at the alternative school and stated, "It was
the first time I got into trouble, then I started on my way."
Question: When I was a student, I thought my teachers were ...
Four respondents were similar in their perceptions of their teachers. They felt that
their teachers were mean in general. "They were almost not real like robots there for one
purpose," stated one "continued at-risk" respondent. Another "continued at-risk"
respondent explained his understanding of how his behavior affected his relationship with
his teachers, "(I thought my teachers were) pretty good until I got their bad side, then
they showed me they didn't play."
Conversely, two respondents both "formerly at-risk", compared how their
perceptions of teachers changed over time. Both respondents stated that how they saw
their teachers change from elementary school to high school, with elementary school
viewing the teacher as: "Just another adult to tell me what to do." Middle school and high
school teachers seemed to these respondents as examples of why a person would become
a teacher: "In middle school and high school, teachers started telling you that they are
here for the benefit of the students and not for the money." Taking this view a little
further a description was offered to show the difference in teaching styles of those
teachers who took this philosophy and those who did not: "Some (teachers') methods of
teaching and classroom environment were different ...Two different thoughts existed, one
open to student input and the other told to the student what to think and do, again robots."
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Question: When I was a student, I thought my principal was ...
Overall the respondents viewed the role of the principal as an authority figure.
Three respondents explained that they saw their principal as fair. One "continued at-risk"
respondent stated, "He was a father in a way." Two "continued at-risk" respondents
stated they viewed their principal as mean and therefore this perception affected their
behavior: "I would be mean back."
Question: My teachers expected my grades to be ...
All respondents felt their teachers expected high academic achievement. In
response to how they perceived their teachers' expectations on grades, responses
included: "They (teachers) wanted my grades to be higher than they were", "Above
average because when I showed I could do that when I paid attention in class, that's what
they (teachers) wanted", and "At the top or high end of the class". One "formerly at-risk"
respondent further explained, "They (teachers) don't go into class wanting their students
to fail, but they want grades higher than the average."
Question: My teachers expected my attendance to be ...
Likewise, all respondents felt their teachers wanted their attendance at school to
be perfect. One "formerly at-risk" respondent explained that his teachers expressed that
school was more than students' attending class every day: "My teachers showed me that
you can have someone there and not be there, they wanted us to be there with 100% in
mind and body."
Question: My teachers expected my behavior to be ...
Again, all respondents agreed that good behavior at school was what their
teachers expected. "They wanted me to be a role model," stated one "continued at-risk"
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respondent, "if I acted up then everyone else would too. She wanted me to be a leader." A
"formerly at-risk" respondent felt his teachers expected his behavior to be the same as it
was at home: "She expected my behavior to be as it was programmed from home, you
know in having home training. It was a reflection of how my grandinamma programmed
me to behave in public."
Question: The types of classes I was in were...
In reference to the types of classes the respondents were in enrolled in high
school, meaning college preparatory, vocational technical, or special education, the
responses varied. While all respondents ended high school with a vocational technical
focus, two respondents began high school on a college preparatory track. Those that
began high school on the college preparatory track explained that their educational course
was changed as a result of being placed in the alternative school. It was explained that at
the alternative school, "You could only take certain classes, so the others that you needed
to continue on a college preparatory track you could not take." Three respondents (one
"formerly at-risk", two "continued at-risk") obtained a GED certificate, two respondents
("formerly at-risk") hold high school diplomas, and one respondent ("continued at-risk")
has neither a diploma nor certificate.
Question: When I was a student, I thought that school was ...
All but two respondents viewed school as boring. One "continued at-risk"
respondent offered, "It (school) was a waste on my time. I wasn't interested and I had
more problems there than anywhere else." Another "continued at-risk" response was, "It
(school) was a place I didn't want to be, everyone else was doing it (staying in school)
and I don't want to be like everyone else." On the other hand one "continued at-risk"
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respondent began his description of school like other respondents, but explained how his
views changed: "It was more like a daycare, all the way up until eighth grade. Then I
developed an understanding of what learning is and began to pay attention."
Question: A positive part of being in elementary school was ...
As far as what was a positive part of being in elementary school, the respondents
varied slightly in their answers. Two respondents, both "continued at-risk", felt that
positive feelings in elementary school began when they started receiving awards: "I
remember getting good remarks from teachers. They (teachers) would tell my parents that
if the whole class was like me they (teachers) would have a perfect class.". Another
overall response was, "It was where I started to find my skill of how to interact with
people."
Question: A positive part of being in middle school was ...
Remembering a positive part of middle school was difficult for almost all of the
respondents. All respondents took more time to respond to this question. However two
"formerly at-risk" respondents responded similarly to the experience. "It (middle school)
was getting us ready for high school," stated one respondent while another respondent
offered, "Standards changed from getting things given to you at the elementary side then
at middle school you had to show how to apply them."
Question: A positive part of being in high school was ...
All the respondents agreed in what they felt as positive about high school. The
respondents felt that all the different activities available at the high school level was a
strong positive part of the high school experience: "It (high school) opened my eyes to
different things, exposing different types of personalities as well, different types of
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environments." One "continued at-risk" respondent explained, "It (high school) got you
ready for the real world, even though the majority of us won't use what we learned, but
the character development from being in those activities was a positive part of it."
Question: A negative part of being in elementary school was ...
Alternately, questions about the negative parts of school experiences were posed.
Regarding negative experiences in elementary school, responses varied. While two
respondents, one "continued at-risk" and the other "formerly at-risk", felt that there were
no negative experiences in elementary school the other respondents felt that elementary
school was a place where they began showing behavior problems. Two "continued at
risk" respondents felt that they acted out because their behaviors were not properly
addressed from the start. One of these respondents stated, "I started showing behavior
problems that were not addressed, like talking back to the teacher, arguing, fighting with
other students, and not wanting to do work. It was dealt with as case by case, no one
looked over time to see the trend that was happening and then dealing with it." Likewise,
one "formerly at-risk" respondent felt that teacher observation was lacking, "The teachers
needed to be more observant of those (students) hungering for knowledge." Another
"continued at-risk" respondent stated, "Elementary was the time no one listened to me."
Anxiety was expressed by one "continued at-risk" respondent when reflecting on a
negative part of elementary school: "They (teachers) try to make you reach goals too
young, like the National Spelling Bee they wanted me to go for it. I messed up an easy
word just because I felt that they were pushing me too soon for something that I wasn't
ready for."
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Question: A negative part of being in middle school was ...
All respondents agreed in remembering that there were many negative parts of
middle school. Responses ranged from being harassed by the school administration and
going to in-school suspension, to not being ready for the class schedule and needing to
switch classes throughout the day, and not having after school programs available. One
"formerly at-risk" respondent described how he passed certain classes when he shouldn't
have: "That was negative because I didn't know the material, and still don't, which
started a trend for me in high school, let me pass so that I don't act up." The overall
sentiment of the group in remembering a negative part of middle school was best stated
by one "continued at-risk" respondent: "I was growing up and the teacher did not notice
the emotions I was showing her, she didn't see that I was now a young man, she didn't
respect that."
Question: A negative part of being in high school was ...
Regarding remembering negative parts of being in high school, the respondents
again felt there were many negative experiences. Two responses were similar in that they
referred to having too many people at the high school level which made it hard to learn:
"The cliques were too much to handle." While most of the negative experiences offered
related to the school environment, one "formerly at-risk" respondent felt that a negative
part of high school existed in the choices he made: "I did not take advantage of it (high
school), there were more opportunities that I should have taken advantage of. I wish I
knew some of the things I should have learned."
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Question: When I was a student, I remember being disciplined was...
All respondents felt similarly about being disciplined. Three respondents (one
"formerly at-risk", two "continued at-risk") felt that the disciplining they experienced as
a student did little to shape their behavior in a positive way: "It (discipline) was light. I
got suspended but nothing else happened. There was no follow-up." Similarly another
response was, "ISS (in school suspension) did not work in the short run." One "continued
at-risk" respondent even stated that because discipline at school didn't hurt physically it
did nothing to him while another respondent felt that being disciplined was unfair. All
felt that there should have been more done on the part of teachers to look at why the
respondents were acting the way in which they did. In all however, these respondents
agreed that now they wished they had not gotten in trouble in school, though they felt the
way in which they were discipline overall could have been different.
Family
Question: When I was a student, my home was ...
In describing their home when they were a student, responses were split among
the respondents. Three "continued at-risk" respondents felt that their home was
"comfortable", a "getaway", and "alive with different people always there". The others
described their home in contrast to these descriptions: "My home was dysfunctional,
nobody really got along - parents definitely didn't get along, sister was in trouble a lot,
little brother was in trouble, so I just fit right in. There wasn't a whole lot of cohesion"
("formerly at-risk"). Similarly, another "formerly at-risk" respondent stated that he was
never at home, but rather was at the library and ''there was so many things better there".
A "continued at-risk" respondent stated, "It (home) was depressing".

97
Question: When I was a student, the people who were in my home were ...
As for those people who were in the respondents' homes when they were
students, mothers were always present. Two respondents (one "formerly at-risk", one
"continued at-risk") had fathers present at home, while brothers and sisters made up the
descriptions given for the rest of family members in the home. In one household a
grandmother was present, and in another a mother's boyfriend was present. One
"continued at-risk" respondent added, "Every now and then different people would stay
with us, an aunt, uncle, or close family friend."
Question: When I was a student, a tradition in my family was ...
Traditions in respondents' families varied, with only one "continued at-risk"
respondent not remembering a tradition. The respondents separately remembered going
to high school athletic games regularly, watching the Braves baseball games on
television, and going to the lake for the summer. One "continued at-risk" respondent
remembered a tradition at the beginning of a new year of eating grapes and stepping on a
dollar, "I still don't know why we do it but we do it every year as a family."
Question(s): When I was a student, the person who took care of me at home was ...When
I was a student, the relationship I had with the person who took care of me at home
was...
Three respondents (one "formerly at-risk", two "continued at-risk") stated that
their parents took care of them at home. Two "continued at-risk" respondents stated their
mothers took care of them, with one stating, "My parents worked a lot, I don't know how
my mother did it." These relationships were all described as good. One "continued at
risk" respondent credited both his parents for taking care of him at home and this
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relationship was pretty good. And one "continued at-risk" respondent gave his older
sister the credit, describing this relationship as relaxed, "We are friends." Two
respondents (one "continued at-risk", one "formerly at-risk") stated they took care of
themselves, with one "formerly at-risk" respondent describing this relationship as
demanding: "The person that beats up on you the worst is yourself. If I knew I could do
better and I didn't I had a hard time accepting it."
Question: When I was a student, my parent/guardian expected me to ...
In describing their relationships with their parents, responses ranged from fairly
close to distant. One "continued at-risk" respondent described his relationship with his
parents as close, but different at first, "Even though I didn't know them (parents) for the
first four years of my life. They came to the U.S. to make a life for us. I gained my
father's respect only in middle school. We are all close now." When they were students,
respondents described that close relationships with their mothers existed, two of those
respondents (one "formerly at-risk", one "continued at-risk") included close relationships
with their father in the recollection. However, two respondents (one "formerly at-risk"
one "continued at-risk") stated that when they were students their relationships with their
parents were far apart. Regardless of their relationships with their parents, all respondents
felt that their parent/guardian held high expectations for them.
Question: My relationship with my family now is ...
The respondents differed in their perceptions of whether or not their current
family relationships were close or distant. Four respondents (one "formerly at-risk, three
"continued at-risk) felt that the closeness of their family today began as a result of deaths
in their respective families, with one stating that his father's death is what caused
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everyone to "realize relationships shouldn't be taken advantage of'. The other two (one
"formerly at-risk", one "continued at-risk") respondents felt that their family
relationships were distant and "un-united". One "continued at-risk" respondent stated,
"One of my sisters is locked up and the other is in and out of jail, and my mother works
all the time so we don't get to relate to each other much."
Question: When I was a student, the person I could count on in my family was ...
Two "continued at-risk" respondents stated that they could count on their
grandmothers in times of need, and three (one formerly at-risk, two "continued at-risk)
said that their mother was the one to call with one respondent adding his sister to the list:
"My sister would be there for me helping me with anything, like when if I forgot my
sneakers for a game she would bring them even if it was across town." One "formerly at
risk" respondent described his father as being the one he could count on in his family:
"My father was a man of his word, he was more cool than my mother. He would handle a
problem calmly and think things through before doing something."
Question: When I was a student, religion was ...
Religion was a major part of all the respondents' lives when growing up. Two
"continued at-risk" respondents felt that when they were young children religion was
pushed on them, but then religion was offered as a choice as they grew older: "My auntie
was the pastor, so we went to church almost every day." While the majority of the
respondents described going to church as a family activity, one "formerly at-risk"
respondent's description djffered. He described how it was he who chose to attend church
and no other family member shared that choice: "Church was important only to me
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because no on else seemed to care (to go). I began going at 11 years old and went by
myself. I still go regularly today."

Social Relationships
Question(s): When I was a student, my friends and I...Now my friends and I...
Respondents remembered relationships with friends when they were students to
be pleasant for the most part. All but one respondent ("formerly at-risk") described these
past friendships as close and good: "We stuck together and got in trouble together." One
"formerly at-risk" respondent explained that he had very few friends and therefore, did
not have anything to describe. At present however, when describing relationships with
childhood friends, all respondents described that they were no longer close with these
friends because each had moved on with his life: "We see each other every now and then,
and we talk to younger boys about how not to do what we did." Current friendships that
have evolved since being a student were described as supportive, with one "formerly at
risk" respondent's description as, "Quality improved in a positively charged way." Some
current friendships surround church and work. All respondents again see a difference in
their current friendships and those they remember when they were students.

Question: When I was a student, my relationship with people older than me was ...
All but one respondent ("continued at-risk") felt that relationships with older
people than themselves when they were students were positive: "I liked to hang out with
people older than me because they could tell me things and I would learn from them."
Another common response was that they enjoyed being younger and listening to stories
that people older would tell. One "continued at-risk" respondent stated, "My relationship
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(with people older than me) was awesome, I couldn't get along with people my age who
were usually immature."
Question(s): The person who I consider my significant other is ...I believe my
relationship with my significant other is...
The role of significant others presently in the lives of the respondents differed.
Three "continued at-risk" respondents described a girlfriend as occupying that role while
other responses ranged from "God" to "no one". Relationships with girlfriends were
described as great with one description as, "She is always there when I need to talk, she
makes things right". One "formerly at-risk" respondent explained that he felt the role of a
significant other was fulfilled by his brother, sister, and church brother. He stated, "I can
depend on them for different things and they can do the same for me. My relationships
with them are strong and unconditional."
Goals and Challenges
Question(s): When I was a student at the alternative school, I wanted to be ...Since
completing the alternative school program, my goals are ...
When the respondents were at the alternative school, they remember feeling
differently about their individual situations. Three respondents (one "formerly at-risk,
two "continued at-risk") wanted to be back at the high school, two had career aspirations,
and one simply wanted to be rich. Three respondents (two "formerly at-risk", one
"continued at-risk") remembered that since completing the alternative school program
their goals were specific. All respondents expressed a desire to continue their education
either as a short term goal of finishing high school or long term goal by working towards
a career. One "formerly at-risk" respondent described his goals of marrying, having
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children, and making a career for himself as a law enforcement officer: "I would raise my
children to come out a lot differently of how I acted in school." The respondents'
expressed feelings after completing the alternative program were similar, and can be
summed up with one "continued at-risk" respondent's words, "I wanted to prove those
naysayers wrong, I wanted to show them that I could do it."
Question: When I was a student, the most difficult thing was ...
The respondents felt differently about what was the most difficult thing in high
school. Two "continued at-risk" respondents felt that peer pressure played a big part in
making high school difficult: "I had smart friends and nerd friends, if I was with one then
it was hard to be with the other." Three respondents (one "formerly at-risk", two
"continued at-risk") felt that in general it was difficult to come to school: "I didn't want
to come to school because I knew that I would get in trouble." A "formerly at-risk"
response was, "It was hard being attentive because I had to work at night and help take
care of my father when he was getting sick. I was just too tired to be at school."
Question: When I was at the alternative school, the most difficult thing was ...
The difficulties remembered while at the alternative school were similar to those
expressed for difficulties in high school. "Peer pressure" and "staying in school" were
given as difficulties at the alternative school. Peer pressure was explained as a difficulty
by one "continued at-risk" respondent: "More at the alternative school because that's
where all my bad friends were." One "formerly at-risk" respondent differed from the
group in what he identified as a difficulty at the alternative school. This "formerly at
risk" respondent described the pull of seeing other people "making it" out in the world
and how that appealed to him: "I saw people drop out of school and they seemed to be
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doing okay, they were working and I thought that it was okay then to do that. I know now
that that was not okay."
Question: The things that helped me complete the alternative program were ...

All respondents felt -that there was at least one person that helped them complete
the alternative program. "Teachers at the alternative school" and the "student teacher
ratio" at the alternative school were to a large extent given as factors that helped
respondents complete the alternative program. Responses included: "Teachers did not
give up on me" and "They (teachers) always talked to me about what I could do and
showed me something different." Another factor given that helped in completing the
alternative program was the support given by parents, specifically for one respondent was
his mother. Other factors presented were "maturity", "support from older people at
church", and "the importance of setting goals" leilffied at the alternative program.
Question: The things I use today that I learned from being at the alternative program

were ...
The values and lessons learned while being a student in the alternative education
program seem to continue to be a part of the respondents' lives. One "continued at-risk"
respondent stated that he still used the interviewing tips he learned from the vocational
classes taught, and he believed these tips have allowed him to get the jobs he has held.
Understanding and putting into action the beliefs of"never giving up", "don't judge a
book by its cover", and "to be a leader you must act like one" were all (n = 6) expressed
by respondents as what they learned at the alternative program and still use today.
Overall the respondents expressed the feeling that lessons on how to make positive
choices learned at the alternative program still applied to their present lives. One
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"continued at-risk" respondent expressed it this way: ''No matter how much you think
you messed up in the past, it's never too late to start over."
Question: After completing the alternative school program, the most difficult thing was ...
In their reflections on the difficulties faced after completing the alternative
program, the responses were generally the same. Going back to the base high school
setting was a difficulty for most of the respondents: "Getting used to the high school
environment was difficult because there Were so many people there and the teachers
could not give you the one-on-one help that you were used to at the alternative program."
Another factor that was given to explain why it was difficult to return to the high school
was having to adjust to the multiple classes and the schedules created for meeting class
demands. Two "continued at-risk" respondents explained further that these factors along
with the fact that the high school itself was the source of their problems produced added
anxiety. One "continued at-risk" respondent added, "I had more problems at home and in
the street that school couldn't help."
Question: A goal I have right now is to ...
All respondents articulated that they currently had goals. Goals were mostly long
ranged. Stated goals included starting a cabinet making business, traveling, and investing
in a house, to going to school. However, one "continued at-risk" respondent expressed
the magnitude of his most immediate goal, "My goal is to support my daughter."
Question: The things that make me successful are ...
The respondents overwhelmingly measured being successful as having endurance
and willpower. Confidence, pride, drive and determination were also offered as
determinants of success. A common response was, "Having the belief that whatever
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happens to me, I did to myself, whether it be good or bad, it shows me that I have control
ofmy future and therefore, my success." A dislike offailure was expressed by one
"continued at-risk" respondent as a factor in his success: "I hate to fail and don't take it
well so my determination and drive take over and that is what makes me successful."
Question: When I have difficult things in my life now, I...
In dealing with difficult things that happen in their lives, all but one description
involved avoidance. "Becoming secluded", "disappearing", "keeping to myself', and
"trying not to think about difficult things" were responses that were given. Two
"continued at-risk" respondents stated they often speak to their girlfriends "when
avoiding a difficult situation proves useless". Only one respondent ("formerly at-risk")
spoke oftaking action when difficult things happened in his life. He explained that when
a difficult issue was in front ofhim, "I stop, think about the whole situation and try to
solve the problem, at the root ofthe problem."
Question: The person who influenced me the most was...
Persons that were named by the respondents as being influential varied. Two
respondents (one "formerly at-risk", one "continued at-risk") rn;uned their father. One
narrative included this description: "My father has been through a lot and still does things
for the family. Looking at the house we came from and where we are now is proof."
Another narrative described how a father's mistakes and triumphs both contributed to
influencing the respondent: "When he did something that was good I knew that I should
do that too, when it was something bad I could look back on his life and know what not
to do or else the same would happen to me." Other narratives included descriptions of
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teachers as influential to the respondents. One "formerly at-risk" respondent described his
grandmother and another respondent described a professional athlete as influential.
Question: My strengths are ...

In revealing strengths, the respondents offered an array of responses: Attributes
such as having common sense and a sense of humor, as well as honing observation skills
and having a faith in God were offered as strengths. A strong work ethic was offered by
one "continued at-risk" respondent as a strength he had. He explained that this strength
was what has helped him keep the jobs he has. Additionally, respondents described the
ability of not giving up as a strength. One "continued at-risk" respondent explained, "I
have a sense of humor that is my strength. "I don't let things get me down. I am here to
live and do what I can." Another "continued at-risk" respondent further explained his
strength, "I know that when I can laugh at myself, I can do anything, even when I get in
trouble." Another "continued at-risk" respondent used his confidence to remind him that
he is the cause of most of the positive and negative things that has happened to him. He
stated, "My theme is that because you determine your outcome, so you have the final sayso."
Question: My weaknesses are ...

In discussing weaknesses, all the respondents offered ample reactions. "Pride",
"procrastination", and "not being able to talk to people without getting scared" were all
given as weaknesses. One "formerly at-risk" respondent explained that he still struggled
with applying himself to things that he knows will help him. He stated, "I have a difficult
time applying myself when things seem too hard." A "continued at-risk" respondent
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described his weakness in losing control when things become stressful. He explained,
"When things get to me, I tend to blow it out of proportion."
Question: The thing I am most disappointed in myself are .. .

Likewise the respondents were introspective in their responses toward describing
what was most disappointing in their lives. Most respondents described disappointments
as relating to high school. They tended to believe that the things that they did not take
advantage of in high school could have helped them now in their separate lives. One
"continued at-risk" respondent put it this way: "I am disappointed in not reaching my
goals like running track but I fell down on purpose because I didn't like what the coach
was telling me to do. Ifl hadn't done that then I might have won a·medal and might even
be on my way to the Olympics." In the same way, another "continued at-risk" respondent
was pensive about his disappointments and explained that the way he went about doing
things could have been better. He stated, "I am disappointed in how I went about not
asking for help when I needed it. All I had to do was ask." Another "continued at-risk"
respondent explained that his present disappointment resided in the fact that he was not
where he wanted to be: "It's been two years since I graduated and I haven't done all the
things that I want to do." One "formerly at-risk" respondent described his relationship
with his family as the source of his disappointment, while the other "formerly at-risk"
respondent felt that he didn't have any disappointments: "I am not really disappointed in
anything except maybe that I didn't take advantage of high school."
Question: The thing I am most proud of in myself are ...

Those things which the respondents felt as sources of pride were diverse. Half of
the respondents felt that their accomplishments have made them proud. One "continued
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at-risk" respondent stated, "The way I am doing now by working and staying out of
trouble makes me proud of myself." Another "continued at-risk" respondent stated that
he felt proud when he reflected on the growth he had accomplished in knowing that he
was no longer struggling. Other identified accomplishments that made the respondents
proud were "achieving a GED", "learning a trade", and having a "determination to move
ahead in spite of getting in trouble".
Question: The person who has been the greatest support to me has been ...
Grandmothers and mothers were overwhelmingly given as the people who had
been the greatest support to the respondents. Five out of the six respondents described
these matriarchs as sources of encouragement for the respondents especially in times of
trouble. One "formerly at-risk" respondent described his grandmother as the one person
who allowed him to make his own decisions and allowed him to stick to them. A
"continued at-risk" respondent stated that his mother was there for him through
everything, while another "continued at-risk" response included describing how a
"grandmother continued to support even as she raised her grandchildren after her own".
Only one "continued at-risk" respondent described his greatest supporter as his girlfriend.
He stated, "My girlfriend has been there for me and supported me when I couldn't
support myself."
Summary
In summary, Chapter 4 presented a discussion of the research questions,
descriptive statistics, statistical results, and ancillary findings of the descriptive study. A
descriptive discussion was presented to illustrate the existence of two groups within the
male population that successfully completed the selected CrossRoads high school
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alternative program. One group was referred to as "formerly at-risk" and the other group
was referred to as "continued at-risk". Quantitative and qualitative data were separately
analyzed and findings were reported. Similarities and differences found between the two
groups were reported.
In relation to the findings presented in this chapter, Chapter 5 in sequence offers a
speculative explanation for the statistical relationships and themes found, and provides a
discussion of conclusions. Finally, recommendations for policy, practice, and future study
based on the findings of this descriptive study complete Chapter 5.

CHAPTERV
SUMMARY
Conclusions and Discussion
The purpose of the current descriptive study was to evaluate protective factors
revealed by male completers of a select CrossRoads alternative education program. This
project was undertaken to identify and evaluate the extent to which locus of control,
social protective factors, stress, and ego development differentiate between those male
completers who continue to exhibit resilient behaviors from those male completers who
do not. This goal was motivated by a larger interest in the reasons as to what happens to
male completers of an alternative program after they leave the alternative setting. To
accomplish this goal it became necessary to reach some prerequisite goals. First, the
descriptive study adopted the position that there is not much information showing what
happens to students who successfully complete alternative education programs. Second it
was hypothesized that from the male completers of the select alternative education
program, two groups emerged those who continued to be "at-risk" and another group that
was did not. Third, related to that effort it became necessary to form an understanding
about the nature of resiliency. Therefore, resiliency theory provided an outline of how the
researcher speculated the process might work. Fourth, hypotheses proposed a
differentiation between the two groups based on the presence of protective factors. Once
these essential steps were achieved, the study was able to move forward. Finally, through
the use of a mixed research method approach, data were collected which addressed the
research problems posed in the first chapter of this dissertation.
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This final chapter is meant to serve as a review and summary of the previous
chapters and to discuss how the results presented here are compatible with resiliency
research. The organization of this chapter focuses on a discussion of the 1) quantitative
analysis, 2) qualitative analysis, 3) recommendations for policy and practice, and 4)
recommendations for future research.
Quantitative Analysis
Five assumptions proposed in Chapter 1 of this dissertation were tested using
quantitative measures. Again because of small sample size data analysis lacked power to
determine sound statistical significance. Keeping this in mind, the following discussions
of the quantitative results are presented.
Locus ofcontrol. The N-SLCS was administered to measure the difference between

"formerly at-risk" completers and "continued at-risk" completers on their perceptions of
intrinsic protective factors as sources of support in their lives. An intrinsic protective
factor is having an internal locus of control. Individuals who have an internal locus of
control believe that not only do they determine their own successes and failures but also
that their attitudes affect their motivation, expectations, self-esteem, and actions. Though
no statistical difference was found between the groups, it is important to note that more of
the members scored as having an internal locus of control 76.9% (n = 10) than those
scored as having an external locus of control 23% (n = 3). Put another way, based on the
results of this test the majority of members believe that they control their own destiny and
are not controlled by it. As could be surmised all of the members scored as having an·
external locus of control belonged to the "continued at-risk" group. However more
importantly, of those members scored as having an internal locus of control, 60% (n = 6)
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belonged to the "continued at-risk" group. The members in this study ranging in ages 20
to 25 are in transition to experiencing adulthood. These results are consistent with those
found in the long-term Kauai study of resiliency where researchers determined that a
strong determinant of transitions from high-risk youth to successful adulthood was an
internal locus of control (Werner & Smith, 200 I).
Perceived social supportfromfriends. The PSS-Fr was administered to measure the

degree to which the "formerly at-risk" completers and "continued at-risk" completers
differ in their perceptions of their need for support as fulfilled by friends, as an extrinsic
protective factor. Again no statistical differences were found between the groups on their
perceptions of support from friends, but further investigation showed that a majority of
the members 69 .2% (n = 9) perceive to have support from their friends than those
members 30.7% (n = 4) who do not. Surprisingly of those who did not perceive social
support from friends half 50% (n = 2) belonged to the "continued at-risk" group while
half 50% (n = 2) belonged to the "formerly at-risk" group. However those belonging to
the "continued at-risk" group made up 77% (n = 9) of the members who perceive social
support from friends and 22.2% (n = 2) belong to the "formerly at-risk" group. The
results suggest that a majority of the members over time continue to belong to a strong
social network that is stable, emphasized by those who continue to be at-risk. Resiliency
research has determined that friendship networks serving as role models provide support
to high-risk individuals (Werner & Smith, 2001). In fact a friendship network based on
shared belief systems was determined to be the most important factor for high-risk
individuals in transition to adulthood (Werner & Smith, 2001), and was evident in the
successful use of these networks in identifying the members for this study.
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Perceived social supportfromfamily. The PSS-Fa was administered to measure the

degree to which the "formerly at-risk" completers and "continued at-risk" completers
differ in their perception of their need for support as fulfilled by family, another extrinsic
protective factor. Nettles et al 2000 detennined family relationships are directly related to
an individual's resilient characteristics. Likewise though no statistical difference was
determined among the groups the majority of members 53.8% (n = 7) perceive to have
support from family, while 46. 1% (n = 6) do not. Based on research in resiliency, the
emotional support from family becomes more evident as the high-risk individual's needs
increases (Werner & Smith, 2001). Consistent with research, in this study more members
in the "continued at-risk" group 85.7% (n = 6) perceive social support from family than
those members in the "formerly at-risk" group 14.2% (n = 1). Again half of those
members who did not perceive support from family 50% (n = 3) were from the "formerly
at-risk group" while 50% (n = 3) were from the "continued at-risk" group. These results
suggest that perceived family support increases as the individual continues to engage in
risk behaviors. Those individuals continuing to be at-risk and experiencing discomfort
from their risky behaviors may feel the need for the support from their families. At the
same time those individuals who are no longer at-risk, may not feel the need for support
from their family because they are experiencing positive outcomes from their behavior.
Stress. The LES was administered to measure the degree to which the "formerly at-risk"

completers and "continued at-risk" completers differ in their perception of stress as
impacting their lives. Despite the fact that no statistical difference was found between the
groups, a majority of the members 69.2% (n = 9) did not perceive the recent events in
their lives as impacting, while 30. 7% (n = 4) did. Further investigation showed 75% (n =
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3) of those who perceived recent events as impacting came "continued at-risk" and 25%
(n = 1) were "formerly at-risk". Moreover of the members who did not perceive events as
impacting, 66.6% (n = 6) were "continued at-risk" and 33.3% (n = 3) were "formerly at
risk". The majority of the alternative school completers, particularly "continued at-risk"
completers, perceived stress situations cause little impact to their lives. These results
confirm the assumption posed in Chapter I of this dissertation that as resilient individuals
experience stress they employ certain protective characteristics that allow them to remain
stable. Research in resiliency confirm that resilient individuals are able to carry on or
adapt in the face of dilemmas and stress occurring in their lives that would otherwise
place them at-risk for failure (Collins, 2001; Luthar, 1991; Nettles et al., 1999; Resnick et
al., 1997; Werner & Smith, 1992).
Ego development. The EIS was administered to determine members' levels of ego

development and the relationships between members' locus of control, perceived social
support from friends, perceived social support from family, perceived impact of stress,
and ego development. Results showed that a majority 92.3% (n = 12) of the members
have a sense of direction and self-awareness especially in the face of crises, otherwise
· termed as ego identity. In contrast just 7% (n = 1) showed identity diffusion, or a lack of
self-awareness and inability to establish self-worth, with this member from the
"continued at-risk" group. Of the ego identity members, 66.6% (n = 8) were "continued
at-risk" and 33% (n = 3) were "former at-risk. These results show that a majority of
alternative completers are able to form self-images and incorporate those images into
their environments, which connects to research on how young people positively transition
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to adulthood (Erikson, 1968). Additionally high self-worth has been shown to be
indicative of resiliency (Werner & Smith, 1992).
Next the EIS was added as a measure to determine the relationship between the
protective factors under study for the "formerly at-risk" and "continued at-risk" groups.
Only one relationship was determined to occur.

As

an increase of perceived social

support from friends occurred so did an increase in the level of internal locus of control.
This suggests that as the members believed they have control over their lives so did they
believe they have support from their friends. Individuals that establish stable social skills
have been identified as resilient (Masten et al, in press). For high-risk individuals, the
awareness of having control over their lives and having strong friendship bonds allows
these individuals to be able to persist through life transitions. These results correspond to
research which shows that an internal locus of control and friendship bonds together act
as buffers when the individual tries to bounce back from experiencing stressful events
(Procidano & Heller, 1983).
A further important finding emerged in examining how the respondents scored as
a group. The "continued at-risk" group as a whole scored higher in each quantitative
measure than the "formerly at-risk". From these findings it appeared that the "continued
at-risk" group was performing at levels higher than the "formerly at-risk" group when
looking at internal locus of control, perceived social support from friends, perceived
social support from family, impact of stress on their lives, and ego identity. These
findings suggest that the "formerly at-risk" group may have had a more realistic
perspective of their situations than the "continued at-risk" group. From these lower
scores, the "formerly at-risk" members as a group may have indicated the awareness of
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the constant buffering of protective factors needed to achieve and maintain positive
outcomes. On the other hand research has identified at least two categories of risk factors
related to continued illegal behavior: prior criminal history and stability factors (Krisberg,
Neuenfeldt, Wiebush, and Rodriguez, 1994). The "continued at-risk" group may have
perceived it necessary to defend their tendency to lapse into a previous pattern of
behavior, which may have been reflected by a strong internal locus of control, perceived
social support, ability to manage stress, and ego development. A continuation of this type
of unrealistic perspective increases the chances that the individual will also experience
other negative results and endanger the quality of survival in their community. This
finding is consistent with research on recidivism. Research on why youth recidivate
shows that for some youth after successful rehabilitation when returning to the same
environment with the same influences (e.g., family stress, poverty, peer pressure) the
chance increases to participate in a delinquent lifestyle that initially played a role in or
encouraged their misbehavior (Dembo, Williams, & Schmeidler, 1994).
Qualitative Analysis
An assumption proposed in Chapter 1 of this dissertation focused on the reasons
why and how "formerly at-risk" and "continued at-risk" completers differ in the
perceptions of the impact of protective factors on their lives. A structured guided
interview method was applied. Questions were organized into four domains: I) school
experiences, 2) family, 3) social relationships, and 4) goals/challenges. The following
discussion surrounds themes within the participant group as a whole and revealed in each
question domain.

117
School Experiences. At least four common themes were revealed among the respondents

with regard to their school experiences. First, respondents felt that overall their teachers
held high expectations for them in the areas of academics, behavior, and attendance. The
respondents viewed these expectations as contributing to positive school experiences.
These results are consistent with research which shows that at-risk students benefit when
schools use a resiliency framework for developing behavioral expectations (Werner &
Smith, 1992). School becomes a protective factor against risk behaviors as students
positively view teacher high expectations (Steinberg, 1996).
In contrast, the respondents viewed school as boring when they were students.
This view was expressed in light of the fact that there were so many other things in their
lives competing for attention. School was just another place to spend time, whereas
outside of school problems, fun, and an attractive pull towards their friends existed. All
of these distractions both burdened and appealed to their youth.
Third, the respondents viewed stages of school differently. A positive part of
elementary was seen as the beginning of being recognized for achievements, while it was
seen negatively as the place when teachers started to fail to address behavior problems. In
middle school there was very little the respondents remembered as positive but the chore
of switching classes was a negative experience. The numerous activities available at the
high school level was viewed as a positive element, while the large numbers of students
and peer pressure were expressed as a negative element of high school.
Finally, the respondents viewed discipline strategies employed by school as
ineffective. Whereas the respondents felt that they needed to be discipline, they felt the
ways in which they were disciplined were fruitless. This was in line with how they felt
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about teachers not addressing their behavioral needs earlier on in school. Both in-school
suspension and out-school suspension did not affect the respondents' behaviors when
they were students. Not only did the respondents feel that intervention strategies early on
would have greatly helped to improve their behavior, but also counseling. The
respondents felt that throughout their schooling they needed someone to consistently
speak to them about their behaviors and their future. The respondents spoke of the
counseling component evident at the alternative program as a positive element in their
time enrolled at the alternative education program.
Family. Themes emerging from questions regarding family include close parent
relationships, continuation of family traditions, and the importance of religion. The
respondents felt that their parent(s) held high expectations for them while the respondents
were students. Individuals in high-risk situations that have close relationships with their
family are academically motivated and have positive social and emotional outcomes
(Nettles et al., 1999; Newman et al., 2002; Werner & Smith, 1982, 1992, 2001). Bonds
within the family that are reliable, positively support high-risk individuals facing stressful
situations (Garmezy, 1993; Werner & Smith, 1992). This was one reason why they were
able to successfully complete the alternative education program. Overwhelmingly
matriarchal figures were described as a constant in the family, and a finding consistent
with the findings of the Kauai study (Werner & Smith, 1992).
Likewise the continuation of family traditions throughout their childhood, allowed
the respondents to form strong family bonds. The majority of respondents described
family traditions as positive factors in their rearing. These opportunities allow high-risk
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individuals to sustain transitions throughout their lives, as well as form familial bonds
through a continuation of shared experiences.
Finally, religion was largely described as a constant in the respondents' rearing.
While they were students, respondents understood the norm to be the expectation of
attending church, and described as positive. Research shows that for high-risk youth,
strong religious convictions were determinant to successfully transitioning into adulthood
(Werner & Smith 2001). Additionally, young people have indicated that prayer and
religion are important factors against engaging in risk behaviors (Resnick et al., 1997).

Social relationships. Past and current friendships, relationships with people older, and
relationships with significant others were the emerging themes in the discussions
concerning social relationships. The respondents described their school friendships as
close but are currently distant. This was in contrast to the presence of the strong social
network used to provide information to locate the respondents. The ability to use to this
network to locate the respondents would suggest that past friendship bonds still exist.
However the respondents described their current friendships as close and strong, also
shown in the results from the PSS-Fr. Friendship bonds have been shown to be protective
factors that allow individuals support and shared belief systems (NCES, 2001; Werner &
Smith, 2001).
The presence of a caring adult outside the family has been shown to positively
affect high-risk individuals in transitions (Werner & Smith, 2001). Relationships with
people older than themselves were described by the respondents in this study as
extremely positive. Respondents felt that these relationships afforded opportunities to
learn and earn respect. These bonds allow individuals to gain skills and experiences
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otherwise not presented in school. Likewise the role of a significant other was expressed
as positive by the respondents. These relationships were viewed as non-conditional and
important. Social bonds are important for high-risk individuals in transition from stressful
events (Collins, 2001).
Goals and challenges. Resilient individuals have been shown to be practitioners of

planning and tend to look toward their future even in the face of dilemmas and stress
(Garmezy, 1993; Werner & Smith, 1982, 1992, 2001). Three themes emerged as
discussions took place surrounding goals and challenges. First a firm commitment to their
futures was expressed by all respondents. This was based on several experiences. The
tools learned at the alternative school were considered as lasting experiences the
respondents are able to currently use. These tools included building external skills such as
interviewing, and internal skills such as self-motivation. A sense of commitment was also
attributed to the influence of teachers and mothers. Teachers' expectations of students
have a strong effect on students' academic achievement (NCES, 2001), and the role of a
mother has significant influence on the future of high-risk individuals (Werner & Smith,
1992). Both mothers and teachers were described as motivators and role models by
providing support regardless of the circumstances resulting from the respondents' at-risk
behavior. A never-give up attitude was a common shared trait adding to the value of firm
commitment. The ability to believe that through personal actions a person can determine
life outcomes was a characteristic of high-risk individuals in the Kauai study (Werner &
Smith, 2001). The respondents in this study have a strong self-image expressed in that
they believe they have the ability to do better no matter what happens. This powerful
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factor is indicative of an internal locus of control and shown by the results of the N-SLCS
in this study.
The formulation of current goals was the second theme to emerge. Researchers
have questioned this very fact among high-risk individuals. Why in the face of adversity
do high-risk individuals seem to create and move towards goals? In fact planning goals
and working towards goals has been determined to be a major characteristic of resilient
individuals (Garmezy, 1993; Rutter, 1987; Werner & Smith, 1982, 1992, 2001). The
respondents in this study attribute their successes, self-confidence, faith in God and will
power as strengths that allow them to create and realize their goals. These findings are
consistent with resiliency research (Garmezy, 1993; Werner & Smith, 1982, 1992, 2001).
A third and final theme emerged in how the respondents deal with stress. The
remedy for stress most commonly described was to internalize the situation. This was
also seen as a weakness among the respondents. They expressed that the way in which
they currently deal with stress is not effective, but then stated that in the end they end up
talking to a friend or significant other about the situation which usually helps. This
connectedness to friends is important to understanding the wellbeing of young people
facing stress (Resnick et al, 1997).
Recommendations for Policy and Practice
The following recommendations for practice are based on the findings of the
present descriptive study.
1. Explore opportunities for addition of faith-based mentoring programs in K-12
settings
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It should be understood that faith-based mentoring programs vary by design. The
National Mentoring Center, a division of the Northwest Regional Educational
Laboratory, has identified several characteristics of faith-based mentoring programs
which contribute to the success of youth mentoring (Fulop, 2003). These characteristics
include volunteerism, a setting for mentoring practice, commitment to community service
and civic engagement, mediation for youth development, and a framework for values and
life skills (Fulop, 2003). Faith-based mentoring programs are made up of giving and
selfless people eager to do their part to help children be successful in school and the
community. Taking advantage of a faith-based program designed around a framework for
values and life skills would offer supplemental services to schools in the K-12 setting that
are nonsectarian and provide youth with a wide range of principles connected to values
and life skills (Fulop, 2003). Most of the people who make up faith-based programs come
from the very communities they serve. The respondents in this study expressed the
expectation that they had to attend church and that religion was important to them.
Extending this, incorporating faith-based programs in their school programs may have
been effective due to a sense of familiarity and trust for people involved with faith-based
programs who may come from their own communities. Additionally faith-based
mentoring programs offer students opportunities to build "social capital"(Blank, 2004).
Research shows "social capital" is acquired when role models, life options, networks, and
relationships that create a sense of belonging and communicate the importance of
education and belief in the future are present (Blank, 2004). Faith-based mentoring
programs in this way would provide at-risk students encouragement to make positive
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choices by offering quality friendship alternatives rather than a continuation of
pathological relationships.
2. Foster and communicate high expectations for all students
Respondents overwhelmingly felt that their teachers held high academic, attendance, and
behavioral expectations for them. Teacher expectation influence student outcome. The
respondents in this study believed their teachers' expectations were positive, in tum
influencing and motivating students to do better. Research has shown that when teachers
hold high expectations for their students, students are in tum motivated to meet those
expectations (NCES, 2001).
3. Incorporate resiliency frameworks in traditional and alternative education
programs
The CrossRoads alternative education program in this study was a determining factor in
the respondents' motivation to come to school and complete the program where there was
little to no motivation at their base school. The respondents overwhelmingly expressed
that the teachers and administrator at the alternative program expected the best from the
students, accepted no excuses, but allowed the students to re-group and start again if there
were difficulties. Schools that are proactive in offering students the opportunity to grow
in a non-threatening environment filled with high expectations, predictability of daily
routines, consistency, and compassion that show students how to make positive choices
(Hester & Gable, 2003) benefit students more than schools motivated by a reactive
approach to meeting students' needs. Moreover post-secondary programs in education
should offer pre-teacher candidates coursework on resiliency theory, how to recognize
and support high-risk students that are resilient.
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Alternative programs that foster resiliency are not boot camps, but do incorporate the
structure of such programs to guide students to learn how to make positive choices,
where the focus is on offender rehabilitation (Cowles, Castellano, & Gransky, 1995).
Respondents in this study by and large described the teachers at the alternative school as
"wanting to be there for us, and not for any other reason". This behavior modeled for the
students how to make successful choices. The respondents chose to attend school because
their teachers cared about them. Such programs offer students consistency when it may
not exist in their life outside of school.
4. Develop standards for school and class size, and student opportunity to learn
An increase in class size was shown as a negative experience in middle school and high
school for the respondents in this study. The respondents believed that when they were
placed in an environment with more students than they were used to, negative peer
pressure increased and availability to meet with teachers decreased. Meeting class
schedules was also a negative experience for the respondents. Though the variety of
classes and subjects were seen as positive, the schedules to meet the diversity of classes
were too demanding. When the respondents returned to their base school, they realized
how much more learning opportunities they were given at the alternative school where
their class size was capped at 15 students and one teacher delivered all subjects at the
high school level. This type of educational setting was viewed by the respondents as ideal
for learning, though it did not offer the diverse subject and extracurricular opportunities
as their base high school.
5. Discourage school policies and practices that permit dropping out or actually
encourage students to drop out
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Schools need to take into account students' differing needs at different points in their
lives. The respondents in this study readily offered both positive and negative
experiences at the elementary level, but offered little to no response to positive
experiences in middle school. Middle school is considered a time when students
generally leave the comforts of childhood and move towards adolescent, sometimes less
smoothly than other transitions (Dahir and Eby, 2001). The respondents in this study
described the transition from elementary to middle school as unstable and a time when
teachers should have taken notice of their struggle to mature. Middle school is also a time
when students make both positive and negative lasting academic decisions, almost
frighteningly due to their fluctuating maturity development (Beane & Broadhagen, 2001).
Therefore more tutoring, mentoring, and childhood intervention strategies need to be
implemented at the middle school level to provide support for students in transition from
child to adolescent to adult.
Next state standards should be tied to drop-out rates. Currently there are state
standards that focus on graduation rates to improve student achievement as shown by
graduation from high school. By itself, this standard fails to go academically far back
enough to be an effective expectation of school districts. A standard designed to decrease
drop-out rates would hold school districts accountable for the students in their districts
that drop out, which school districts in tum would study more closely and widely the
reasons why students drop out in their districts. Action plans, specifically addressing
drop-out rates, would be developed using data and these plans would be tailored for each
school in the district at all levels. On the student achievement continuum, graduation
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standards focus on increasing achievement while drop-out rate standards focus on
decreasing student failure.
6. Early implementation of behavioral intervention strategies as alternatives to
suspension
Particularly as early as elementary school the respondents in this descriptive study felt
that their behaviors were ignored, which led to acting out behaviors continuing as the
respondents progressed from grade to grade. Researchers have noticed that teacher
behavior towards male students, as early as elementary school, has often been to dismiss
a male student's behavior without investigating the origins for the acting out behavior
(Pollack, 1998). Moreover, the likelihood that a student would be suspended from school
increases as a student approaches a low socio-economic status (Skiba et al., 1997).

As the

respondents in this descriptive study moved from grade to grade, their negative behaviors
continued causing an increase in the probability of being suspended. The respondents in
this study, who were from high-risk environments, felt that discipline strategies such as
suspension did little to affect their behavior. When suspended the respondents were
removed from the school setting for a period of time and when they returned very little
follow�up was done to address their behavior. "The consensus among educators and
others concerned with at-risk youth is that it is vital for expelled students to receive
educational counseling or other services to help modify their behavior and possibly other
support services while they are away from their regular school" ("Creating Safe and
Drug-Free Schools: An Action Guide", September 1996). The immediate need for
professional assistance occurs when a student is excluded from school, which increases
the risk of permanent school drop-out in the absence of that assistance (Brooks, Schiraldi,
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and Ziedenberg, 2000). More counseling by professionally trained school counselors and
mentoring should have taken place.
School discipline interventions that use counseling and mentoring are more effective
than those that use punitive measures only because "without such services, students
generally return to school no better disciplined and no better able to manage their anger
or peaceably resolve disputes" ("Creating Safe and Drug-Free Schools: An Action
Guide", September 1996). Researchers have found that when students who take part in a
thorough counseling program are able to create a strong foundation for self-esteem,
develop an open mind, and form unfailing and close relationships (Dahir and Eby, 2001).
This was confirmed by the respondents in this study when they were assigned to the
alternative school, where sometimes their first ever behavior plan was being assigned to
the alternative education program. The respondents in this study were assigned to the
alternative school primarily because behavior intervention strategies at their base school
were ineffective. While at the alternative program for a standard period of 18 consecutive
weeks, the respondents were able to attend school, interact with teachers, receive
counseling, and continue their education. Active participation in counseling "programs
also creates a safe environment in which students can explore and develop resiliency
skills necessary to cope with the pressures they face" (Dahir and Eby, 2001, p.5). Though
intervention strategies may call for the removal of a student from the education process,
every school should include counseling and mentoring as part of long-term intervention.
7. Implement research-based programs that encourage diversity awareness and
practice for educators

128

Those that make up school faculty and staff typically are not representative of the
students they serve. The schools in the district from which the respondents in this study
came were made up of mostly teachers who were female, White, and middle-class. The
respondents in this study were all male, with a majority coming from minority ethnic
groups and high-risk environments. Conversely, the majority of the teaching staff and
admi nistration at the alternative school to which the respondents were assigned came
from minority ethic groups, and was equal in male and female teacher counts. Though
still from a middle-class socio economic group, the teachers at the alternative school
collectively offered the students a cultural familiarity otherwise not resembled in the
school district. It is important to note that effective teachers are simply just that, effective,
regardless of gender, color, or class. Therefore school districts and teacher candidate
courses should include programs that provide teachers and administrators with strategies
designed to address the cultural gap between teachers and students. This cultural gap does
not exist solely around race, but rather is uncovered in poverty awareness. Programs that
focus on poverty awareness force the practitioner to uncover their own biases in order to
be able to effectively communicate with those they encounter. When educators are aware
of their own biases they are able to address the students' needs without prejudice.
8. Implement programs designed to support male students' participation in school
The students assigned to the alternative schools in this state were majority males. Prior to
being assigned to the alternative school the respondents' teachers were majority female.
The gender gap between student and teacher does little for female teachers to effectively
serve as role models for male students. Evidence exist showing teachers' uses of gender
specific approaches, engagement strategies, and strategies designed to meet boys'
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learning needs, can be advantageous (Rennie & Parker, 1997; Hudley, 1998).
Furthermore, programs and strategies designed to attract males to participate in school
should be explored. The recruitment of more male teachers and administrators K-12 is
one such strategy. A teacher's gender can influence classroom interactions and
composition (Weaver-Hightower, 2003). Moreover male educators serve as role models
for male students, whereas some may not have one. The respondents in this study
generally came from homes headed by females in fact all but two had only females as
head. In instances like this male educators are able to fill the role of how responsible men
behav e and act.
9. Offer diverse after-school programs and activities for students K-12
The respondents in this study conveyed positive experiences surrounding the diverse
opportunities they were offered when they got to high schools. Extracurricular and after
school programs offer students opportunities to be a part of a group with shared goals.
Leadership and organizational design skills are encouraged. Before high school, the
programs were almost non-existent for these respondents who came from high-risk
situations. Many parents of elementary school student in high-risk environments cannot
afford to pay for their children to participate in extracurricular activities such as soccer,
tennis, piano, and dance. Therefore many elementary and middle school students in high
risk environments do not have the opportunity to engage in these types of character
building activities their more affluent peers participate. It seems that at high school level
however the playing field levels, or does it? For the high-risk student at the high school
level, the balance between maintaining good academic standing and taking part in
extracurricular activities may be uneven. Their more affluent peers and parents have had
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years to unde rstand how to manage time outside the classroom with preparing for success
in the classroom. Therefore more extracurricular opportunities for students at the
elementary and middle school level should be offered in order for students to be able to
successfully manage the attractions and participation in the diverse activities available to
them when they get to high school.
Recommendations for Future Research
The present descriptive study examined quantitative and qualitative data collected
from 14 members investigating the role of protective factors in their lives since
completing a high school alternative education program. Consequently questions have
developed that may lead to further research concerning male students assigned to
alternative education programs. From the findings of the present descriptive study the
following recommendations are presented:
1. Examine the topic with another group of completers of an alternative education
program in the same region in order to substantiate findings.
2. Quantitative method - Life Events Scale was confusing to members. Another
measure should be used to detennine stress in the lives of the members.
3. Focus on female completers of the same alternative high school education
program using the same mixed method approach.
4. Conduct research on completers of the middle school program at the same
alternative education facility the members in the present study were enrolled.
5. Examine the perceptions of the family members of the members on the members'
choices since successful completion of the alternative program.
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6. Conduct a long-term study of original members to examine the roles and effects
of protective factors in their lives. Conduct follow-up interviews with members
over time to determine if their perceptions change.
7. Examine established agencies and practices that have been found to offer support
and guidance for completers of alternative education programs. Findings should
be made available to educators and parents.
In summary this dissertation offers empirical evidence that completers of a select
alternative program show resilient characteristics whereas very little information exists in
studying students once they leave these programs. It forwards evidence that high-risk
individuals who are resilient are able to successfully maneuver in light of major obstacles
that would otherwise deter success. It shows how protective factors, specifically internal
locus of control, social support from friends, social support from family, ego
development, and teacher high expectation, work positively to motivate the individual to
make positive choices. Finally it argues that schools' continued ignorance of these
dynamics will do very little to address the needs of high-risk students. Rather schools
must be aware of how these dynamics affect student achievement for high-risk students
and employ intervention strategies and programs early.
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APPENDIXB
PROTECTIVE FACTORS lNTERVIEW QUESTIONS (PFSIQ)
School Experiences
1. My earliest experience in school was...
2. When I was a student, I thought my teachers were ....
3. When I was a student, I thought my principal was...
4. My teachers expected my grades to be...
5. My teachers expected my attendance to be...
6. My teachers expected my behavior to be...
7. The types of classes I was in were...
8. When I was a student, I thought that school was...
9. A positive part of being in elementary school was...
10. A positive part of being in middle school was...
11. A positive part of being in high school was ...
12. A negative part of being in elementary school was...
13. A negative part of being in middle school was...
14. A negative part of being in high school was...
15. When I was a student, I remember being disciplined was...
Family
1. When I was a student, my home was...
2. When I was a student, the people who were in my home were...
3. When I was a student, a tradition in my family was...
4. When I was a student, the person who took care of me at home was...
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5. When I was a student, the relationship I had with the person who took care of me
at home was ...
6. When I was a student, my parents and I were...
7. When I was a student, the person I could �ount on in my family was ...
8. When I was a student, my parent/guardian expected me to...
9. When I was a student, religion was...
10. My relationship with my family now is...
Social Relationships
1. When I was as student� my friends and I ...
2. Now my friends and I...
3. When I was a student, my relationship with people older than me was...
4. The person who I consider my significant other is...
5. I believe my relationship with my significant other is...
Goals and Challenges
1. When I was a student at the alternative school, I wanted to be...
2. Since completing the alternative school program, my goals are...
3. When I was in high school, the most difficult thing was...
4. When I was at the alternative school, the most difficult thing was...
5. The things that helped me complete the alternative program were...
6. The things I use today that I learned from being in the alternative program are...
7. After completing the alternative school program, the most difficult thing was...
8. A goal I have right now is to...
9. The things that make me successful are...
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1 O. When I have difficult things in my life now, I...
11. The person who influenced me the most was...
12. My strengths are...
13. My weaknesses are...
14. The thing I am most disappointed in myself is ...
15. The thing I am most proud of in myself is...
16. The person who has been the greatest support to me has been...

APPENDIXC
SUCCCESSFUL MALE COMPLETERS' DEMOGRAPHIC PAGE
Please place an Xnext to the letter that best fits your response.
1.

2.

Gender
a.
b.

Male
Female

Age
a.
b.
c.
d.

18-19
20-21
21-22
23-25

3.

Last semester or year successfully transitioned out of the CrossRoads program
1995
a.
1996
b.
1997
C.
1998
d.
1999
e.
2000
f.

4.

Level of Education completed
a.
High School Diploma
b.
GED
c.
Associate's Degree
College (Bachelor's)
d.
e.
Other ----------------

5.

Military Status
a.
Active
Reserve
b.
Veteran
c.
d.
Not Applicable

6.

Ethnicity
a.
Black/African-American
b.
Hispanic
C.
White
d.
Multiracial

7.

Employment Status
a.
Student
b.
Full time employed
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Part time employed
Not employed

c.
d.

Since completing the CrossRoads program I have had trouble with the law?
No
a.
Yes If yes, explain
b.

8.

Optional
May I contact you for further discussions?
a.
b.

Yes

No

If yes, please complete the following.
Name:

---------------------------

Phone number:

-------------------------

When is the best time to call? --------------------Thank you for your time in completing this questionnaire.

APPENDIXD
REQUEST TO USE INSTRUMENT LETTER
(Dr. Nowicki), (Dr. Procidano), (Dr. Johnson), (Dr. Tan),
I am currently conducting research for my doctoral dissertation which is to identify,
describe, and explore resiliency themes associated with males who successfully
completed a high school CrossRoads alternative education program and continue to foster
resilient dispositions in their lives. Several research questions have drawn me towards
possibly using (Nowicki-Strickland Locus of Control Instrument), (Perceived Social
Support-Friends Scale and Perceived Social Support-Family Scale), (The Life
Experiences Survey), (Ego Identity Scale) as a quantitative measure of protective factors
in the lives of the participants since completing the alternative program:
•
•
•

Since successfully completing the alternative program, in what ways do they
continue to seek success?
How do they continue to bounce back from adversity, and why?
What differentiates between those students who continue to be successful at
managing adversity and those students who have not since successfully
completing the CrossRoads program?

I am aware that of the successful students who completed the program, some continue to
success hurdle over obstacles and some do not. I want to know what presently
differentiates the two, being that they all overcame the odds when they were initially
placed at the alternative setting. I intend to follow up the quantitative end of the study
with a qualitative approach - I have to tell their stories. May I use your instrument?
Rona D. Roberts
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APPENDIXE
PERMISSION TO USE INSTRUMENT LETTER

August 5, 2003

Ms. Rona D. Roberts

Dear Ms. Roberts,
You have my permission to use the Nowicki-Strickland Locus of Control Scale in your
research. Best of luck with your research.
Sincerely,

Steven Nowicki, Ph.D.
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APPENDIXF
PERMISSION TO USE INSTRUMENT LETTER
From: PROCIDANO
Sent: Thursday, September 25, 2003 9:05 AM
To: Roberts, Rona
Subject: Re: Permission to use instruments
Dear Ms. Roberts,
Yes, you certainly may use the PSS instruments in your study.
Sincerely yours,
Mary Procidano
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APPENDIXG
PERMISSION TO USE INSTRUMENT LETTER
From:
Sent:
To:
Subject:

James H. Johnson
Saturday, July 19, 20Q3 3:46 PM
"Rona D. Roberts
Re: The Life Events Checklist

Rona,
The LIFE EVENTS CHECKLIST is available in the following two references.
Johnson, J.H. (1986). Life Events as Stressors in Childhood and Adolescence. Newbury
Park, CA: Sage Publications.
Johnson, J.H. and McCutcheon, S.M. (1980). Assessing life stress in children and
adolescents: Preliminary findings with the Life Events Checklist. In LG. Sarason and
C.D. Spielberger (Eds.) Stress and Anxiety (Volume 7). Washington, DC: Hemisphere
Publishing Co.
The LIFE EXPERIENCES SURVEY is available from this reference - It is an adult
measure of stressful life events that is quite similar to the life events checklist. The
measure itself is included as an appendix to the article.
Sarason, LG., Johnson, J.H., and Siegel, J.M. (1978). Assessing the impact oflife
changes: Development ofthe Life Experiences Survey. Journal ofConsulting and
Clinical Psychology, 46, 932-946 [Selected as a Current Contents Citation Classic;
August, 1987.]
Hope this will help. Your advisor is probably in a better position that I to help you
determine ifone ofthese measures will meet your research needs. Ifthey seem to be what
you need, then you have my permission to use the instrument for purposes ofyour
dissertation research.
Regards,
James H. Johnson, Ph.D.
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APPENDIXH
PERMISSION TO USE INSTRUMENT LETTER
From: Allen Tan
Sent: Thursday, September 25, 2003 11:26 PM
To: Roberts, Rona
Subject: Re: Allen L. Tan
Hi Rona,
You found me. Do feel free to use the Ego Identity scale. Just please send me a copy of
your research write up that utilized the scale. I try to collect the findings from the use of
the scale.
What college/university are you affiliated with? Where did you find the scale? J. of
Personality Assessment or from the book Measures for Clinical Practice?
Good luck!
Allen Tan
In case you need my snail mail address:
Philippines
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APPENDIX I
PARTICIPANT CONSENT LETTER
Dear Sir:
My name is Rona D. Roberts and I am currently working on my Ph.D. degree in
Public School Administration through The University of Southern Mississippi. I am
sending this letter, along with 5 separate surveys, for you to complete in an effort to gain
a better understanding of the factors that may be present as they relate to successful
students once referred to as at-risk.
At-risk is a term that is most often used to describe students whose behavior
places them at risk for academic failure. Many students who are affected by risk factors
fall far behind their peers in areas such as academic grades, standardized test scores, and
even high school dropout rates. However, there are a small, but growing number of
students once referred to as at-risk who have managed to be very successful in spite of
present risk factors. It is this group of former students that I would like to study with
hopes of identifying factors that allow them to realize achievement. The results of the
surveys used in my study could possibly aid in the formulation of activities that may
assist other students affected by risk factors. Additionally, information gathered during
the course of this project will become part of the data analysis of, and may contribute to,
published research reports and presentations.

For the purpose of this study, male students who successfully completed a
selected CrossRoads high school alternative education program were randomly selected
to receive these surveys. You, who successfully completed a selected CrossRoads high
school alternative education program, received this information along with the rest of the
former male students who successfully completed the selected program. I will be the
person conducting the actual survey. No one at the school system will have access to the
surveys you return.
It is my hope that you will assist me by completing and returning the surveys.
Though there may be some mental stress or discomfort associated with participating in
completing the surveys, there is no penalty to you nor will you be affected should you
decide not to participate or to later withdraw from the study. If you agree to
participate, please complete the surveys enclosed and place them in the pre
addressed, stamped envelope provided. Completion and return of the surveys will
indicate permission to use the information you provide in the study. Be assured that
your responses will be totally anonymous. Your name will not be identified. All
surveys and envelo�s are identical. All surveys will be destroyed after the data has been
retrieved and analyzed. Results will be recorded confidentially. To obtain the highest
level of reliability, please respond as accurately &S possible to every statement on the
survey; however, you may choose not to answer one or more of them without penalty. If
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you would like the opportunity to examine any part of this study or would like a copy of
the results, please contact me by phone, U.S. mail, or e-mail.
This project has been reviewed by the Human Subjects Protection Review
Committee, which ensures that research projects involving human subjects follow federal
regulations. Any questions or concerns about your rights as a research subject should be
directed to the chair of the Institutional Review Board, The University of Southern
Mississippi, Box 5147, Hattiesburg, MS 39406, (601) 266-6820.
Thank you for your assistance and participation in this very worthwhile study.
With kind regards,
Rona D. Roberts
Ph.D. Student, The University of Southern Mississippi

APPENDIXJ
PARTICIPANT CONSENT LETTER- INTERVIEW
Dear Sir:
My name is Rona D. Roberts and I am currently working on my Ph.D. degree in
Public School Administration through The University of Southern Mississippi. The focus
of my study is to identify the factors that may be present as they relate to successful
students once referred to as at-risk. I am providing you this letter for you to gain a better
understanding of your participation in the interview process of my study.

At-risk is a term that is most often used to describe students whose behavior
places them at risk for academic failure. Many students who are affected by risk factors
fall far behind their peers in areas such as academic grades, standardized test scores, and
even high school dropout rates. However, there are a small, but growing number of
students once referred to as at-risk who have managed fo be very successful in spite of
present risk factors. It is this group of former students that I would like to study with
hopes of identifying factors that allow them to realize achievement. The results of these
sutveys used in my study could possibly aid in the formulation of activities that may
assist other students affected by risk factors. Additionally, information·gathered during
the cotµ"Se of this project will become part of the data analysis of, and may contribute to,
published research reports and presentations.
For the purpose of this study, male students who successfully completed a
selected CrossRoads high school alternative education program were randomly selected
to receive 5 surveys. You, who successfully completed a selected CrossRoads high
school alternative education program, received this information along with the rest of the
former male students who successfully completed the selected program. You also
completed the surveys and returned the optional card indicating your interest in
participating in the interview.
I will be the person conducting the actual interview. All interviews will be audio
recorded and notes will be taken by me. Be assured that your responses will be totally
anonymous. Your name will not be identified. All interview questions are identical for
each participant. All audio recordings and notes will be destroyed after the data has been
retrieved and analyzed. Results will be recorded confidentially. No one at the school
system will have access to your interview responses.
Though there may be some mental stress or discomfort associated with
participating in the interview process, there is no penalty to you nor will you be affected
should you decide not to participate or to later withdraw from the study. Completion of
the interview questions will indicate permission to use the information you provide in the
study.
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To obtain the highest level of reliability, please respond as accurately as possible
to every interview question; however, you may choose not to answer one or more of them
without penalty. If you would like the opportunity to examine any part of this study or
would like a copy of the results, please contact me by phone, U.S. mail, or e-mail.
This project has been reviewed by the Human Subjects Protection Review
Committee, which ensures that research projects involving human subjects follow federal
regulations. Any questions or concerns about your rights as a research subject should be
directed to the chair of the Institutional Review Board, The University of Southern
Mississippi, Box 5147, Hattiesburg, MS 39406, (601) 266-6820.
Thank you for your assistance and participation in this very worthwhile study.
With kind regards,
Rona D. Roberts
Ph.D. Student, The University of Southern Mississippi

APPENDIXK
REQUEST TO ENTER PENAL FACILITY
July 14, 2004
Warden
( Address lines)
RE:

Permission to enter facility to conduct study

Dear Warden (NAME),
My name is Rona D. Roberts and I am currently working on my Ph.D. degree in Public School
Administration through The University of Southern Mississippi. The focus of my study is to
identify the factors that may be present as they relate to successful students once referred to as at
risk. I request your permission to enter the (NAME) State Prison to conduct part of my study by
sending survey instrvments to an inmate at the facility identified by my study, as well as possibly
conduct an interview with the inmate
At-risk is a term that is most often used to describe students whose behavior places them at risk
for academic failure. Many students who are affected by risk factors fall far behind their peers in
areas such as academic grades, standardized test scores, and even high school dropout rates.
However, there are a small, but growing number of students once referred to as at-risk who have
managed to be very successful in spite of present risk factors. It is this group of former students
that I would like to study with hopes of identifying factors that allow them to realize
achievement. The results of these surveys used in my study could possibly aid in the formulation
of activities that may assist other students affected by risk factors. Additionally, information
gathered during the course of this project will become part of the data analysis of, and may
contribute to, published research reports and presentations.

For the purpose of this study, male students who successfully completed a selected CrossRoads
high school alternative education program were randomly selected to receive 5 surveys. An
inmate currently at Arrendale State Prison, who successfully completed a selected CrossRoads
high school alternative education program, was selected to receive this information along with the
rest of the former male students who successfully completed the program. Upon your permission
I will mail the identified inmate the survey packet with a self-addressed envelope to return the
completed surveys to me.
Each member of the study is given the option to participate in an interview with me. Should I
receive CQnsent from the identified inmate to participate in the interview and you, I will contact
you by mail and telephone to arrange a date and time to meet for the interview. The interview will
last between 2 - 3 hours in length and will be audio recorded.
For your convenience I am enclosing a stamped post card you may use to return your reply to me.
You may also contact me directly at the number above with your questions. I look forward to
your reply.
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Thank you.
Sincerely,

Rona D. Roberts
Ph.D. Student, University of Southern Mississippi

APPENDIXL
RETURN POSTCARD - WARDEN
I grant Rona D. Roberts permission to enter the facility named below to conduct
-- research for a doctoral dissertation.
I DO NOT grant Rona D. Roberts permission to enter the facility named below to
-- conduct research for a doctoral dissertation.
Name (print)
Signature
Date
Facility
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APPENDIXM
VALIDITY QUESTIONNAIRE
PROTECTIVE FACTORS STRUCTURED INTERVIEW QUESTIONS

Validity Questionnaire

Thank you for volunteering your time to assist me in the development of these
interview questions. Your input is very important with respect to the surveys themselves
and the development of my dissertation overall. Your willingness and consideration to
participate in this study is greatly appreciated.

PROTECTIVE FACTORS STRUCTURED INTERVIEW QUESTIONS: Intended for males
who successfully completed a selected high school CrossRoads alternative education
program.
Please comment on the included interview questions based on the following
questions.

1. Do the questions contain language that can be understood by all education levels
and age groups?

2. Do the questions address specific and appropriate issues in the statements as they
relate to obtaining information on the factors that contribute to at-risk students
succeeding despite adverse circumstances?

3. Do you find any of the statements offensive or obtrusive?

4. Are there any statements that you would exclude from the interview?
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5. Are there any other statements that you would include that are not a part of the
interview questions?

6. Please make any other comments or suggestions about the survey below:

APPENDIXN
Protective Factors Interview Questions (PSFIQ)
Respondent Matching Chart
Question Dom ain: _______________________
Open ended question: ______________________

#1

#2

#3

#4

#5

#6
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